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~the total development of the child. As with any large -
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With the launching of Project Head Start in 1965
-came the first major federal effort to provide funie for
carly childhood intervention programs concerned with

federal program, implementation of the Head Start idea
was a tremendous task and reficcted the variety of
regional problems and interests in this country, Simifarly
evaluation of this program has been lintjted by the varied
degrees of program development, population necds,
available staff, and {unding demands in the various
wregions. €valuation data when it was obtained and
released was used more to  provide descriptive
information about the poputition of children and the
types of centers, than to predict_how well the centers
enriched the exprrience of the child as corpared to
control groups across the pation. More importantly,

information obtained from -Head Start evaluations -
reflected the . variance of program inputs; it was this -

variance whichN\ended to limit any gross generalizations
from the data, a2 showed some programs to be
effective for certaifl Yascs, and naneffective for other
- €ases.

With the pubhcauon of the Westinghouse Learning
Corporation Report on the study of the Natinnal [mpact
of Project Head Start came the first.evatuation of the

program’s net cffcct on the children in primary school .

gradeés acrosy the country. Although this study, which
focused solely on the cognitive and affective develop-
ment of the child, did not meastire the immediate effects
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‘of summer or year-long. programs, it did report that

summer programs appeared to be ineffective in
producing any gains in cognitive and affective develop-
ment that perslstcd into the early elementary grades, and
that full year programs appeared to be ineffective as
measured by tests of affective deveiopmen_t, but were
marginaily effective - in producing gains- in cognitive
development which were detectable in grades one, two
or three,

Questions have been raised by reviewers on almost
every. aspect of the Westinghouse report, A general
conclusion of several of these reviewers is that the report
had too many limitations for it to be the sole indicator
of the success or failure of Head Start or any form, of
carly intervention as an aid to the development of low
income children. Moreover, the controversy with regard

.

to the validity of the Westinghouse Report has rajsed a -
more basic issue: what actually do we know about the -

impact of any type of preschool intervention program?
The present report is based on the assumption that

the answer to this question may be more closely

approxinated by reviewing the findings of sall,
controilcd long-term evaluations of programs in various

. parts of the country.

Eight rescarchers with available longitudinal data on
preschool intervention programs were ~ asked to
contrnibute. The researchers were requested to follow a
format which asked ‘“what happened edudationally to
the chad as a result of the program?” Emphasis was

. o :N{”

!



D IR

pléccd on the effects of the intervention program on the .
child’ s performance in school. Performance was defined -

in an mcluswe sense to incorporate achlevcment social
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attitude, school attendance, health, parental interest in -

the child, as well as the chifd's cogmuve pcrceptual and
Imgmstlc abilities,
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S HEADSTART GRADUATEs IN SCHOOL=
S STUDIES lN NEW HAVEN, CONNECTICUT"

. S

INTRODUCTION

Several years before the natiSnal Head Start _project
_was organized, a nursery school program was started in
New Haven, Connecticut to try to Improve the prep:
aration of children from poverty areas of the city for
public school. The program later became part of Head
Start, but even before this, investigators at Yale Univéf®™

sity had begun studying its impact on children’s intel-

lectual and social-emotional development. In this
chapter, w= have brought together our reséarch findings
concerning the effectiveness of this Head Start program
&
in enhancing the progress made by poor chlldren dunng
their first years in public school.
 The 21 Head Start or Child Development Centefs in
New Haven provide a year! ong nursery school expen-
“ence -for approximately 650 children each year) The
children ‘come from low income families in |nner city
areas or public housing projects, Thgy are predommémly
i
]

H
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black, although there has been an increasing number of

Puerto Rican children enrolled in recent years.

-The program that has evolved is- geared to multiple”
needs of poor childreh and their families. The curricu-
tum focuses on language development and basic con-
ceptual knowledge, and classroom activities foster'the
development of social skills and emotional maturity—
especially self-confidence an (ndependence. A good
deal of attention is given to the children’s medical needs
and physical well-being.

Parents participate in this Head WStart program
through a Policy Advisory Council which Is involved ‘in
making decisions and formulating poticies for the pro-
gram, and through a career development project. All of
the teacher aides are parents of childrem in Head 5tart
classes, and 10 of the present 21 head teachers are
parents who started s teacher aides and then completed
their education through this program, *

' The s(udfes feported in this paper were carried ou; In
collaboration”with Edward Zigler, Professor of Psychology 'and
Director of Child Developgment Program, Yale University. )?a)ot
support came from Research Grant MH-03008 from the Na; onal
{nstitute of ' Mental Health, United States Public Headlth §ervice.
Grant OEO-2405 from the Ofﬂce of Economk Opportupity; and
the Gunnar Dybwad Award of the Nationa Assoclmon for
- Retarded Chlldren\ The author wishes to express appreclatlon to
Robert P, Abelson and Sally Z, Styfco for thelr critica) reading

of the manuscript; and to Ann Mann for her assistance with Hs
preparation, ~

3The New Haven Head Start program is run by an adminis-
trative team composed of a director, psychologlist, soclal worker,
two curticulum coordinators, and two pasent program co-
ordinators, Each center has a head teacher and a teacher alde. We
are gateful for the assistance and cooperation which the

“director, ‘Mrs, Grayce Dowdy, and her staff have given to the

Yale resemh group. .

.
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s demonstrates very clearly that th New

, like other extensive preschool p grams
(cf. Gray , Kiaus, 1966), has an immediate, positive
impact on children’s adjustment__gto‘school and on their
intellectual competence. An early investigation (Zigler &

" Butterfield, 1968) found significant IQ gains in children

~ attending Head Start classes, but no gains in neighbor-
hood children who were not in the program. The results

suggested that “the more optimal intellectua) perfor- -

mance followipg nursery school experience was attrib-
utable to changes' in affectiv'emgti»)ational reactions
rather than to an improvemen} in formal cogmkve
functioning per se.

This finding was investigated further in a recent study
(Abelson, Zigler, & Levine, 1971). Two groups of
children who performed at the same level on the
Stanford-Binet Intelligence Sgale (Terman & Merrill,
1960) before the Head Start classes opened, showed
equal 1Q gains when they were retested two months

tater. However, .the children who attended Head Start -

classes made a further 1Q gain by the end of the year,
while the children who did'qot attend classes dropped
‘back to their initial 1Q level, The children also exhibited

 djfferential, changes In behavioral characteristics during

the year. The results sudgest that, among other effects,

" nursery. expenence helps alleviate interpersonal reactions

such as wariness and. mistrust—reactions which prevent |

many -of the JChildren from-performing up. to thelr
inteflectual capablhtles' in cognitive-demand situations.

Results from~ other studies have suggested that this .

i _preschool education is particularly important to those

E

inner city children whose cognitive development is most

«depressed. On measures of psycholinguistic abilities and

conceptual maturity, for “example, it was found that
those Head Start pupils who performed most poorly )
initial tests made the largest gains when, ttg;were
retested after five to six months of l{ead, ex:
périence. In contrast, chjldren who were equally paor on
initial ‘tests and who did not attend Head Start nwade

smaller gains than other children when they were

retested,

. L)
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These various: studles provide quite concluslve
dence that the New Haven Head Start program has
- Iméhediate positive Impact on chlldren s psychologlcal
development. In this paper, we report our findings
concerning the long-range significance’ of this early .
|ntervention, pamcu\arly with respect to later progress
“in school.

We ﬂrst pursued this quest;on by studymg the
c0mparat|ve progress of the Zigler-Butterfield Head Start
subjects and their non-Head Start classmates In inner
city schools over a period of two years. More recently,
we retested the Abelson, Zigler, and Levine subjects
(both Head Start and non-Head Start) at the end of their '
first year of school. These folfow-up: findings are
reported in the next section of thé paper. In the section
following, interim resufts will be presented from an.

¢ . -
,' - . * "

ongoing Iongnudlnal study of the impact of Head Start

when it is succeeded by different types of publlc schog}-

ing. The progressive development of Head Start gradu-
ates who are being bussed to an expenmentai Follow
Through program for lheur k:ndergarten through third

grade schooling is being compared with that of thildren-
. who are attending regular inner city" schools. Kinder-

garten and first grade results have been complled and

will be reported hére.- /

-

/ o * '
Follow -Up Studi '

One \hundred venty-five children were followed up
“In schoo!. The ghlldren are all from poor families In
inner city areas ¢f New Haven. The majority is black and
none of the children in these studies is bilingual,

Thirty-sevep children who had been Head Start
subjects in the Zigler-Butterfield study -were compared
through klndergarten and first grade with 23 chlldren in
their classrooms who had been eligible but had not
attended Head
41 ndn- Héad Start subjects from the Abelson, Zlgler &
Levine study were followed up. in;Rindergarten.® Aca-
demic -achievements, intellectual - development,/~and
personal social adjustment in kmdergarten and first
grade have been evaluated. - .

3

$The high mobility rate cbaracteristic of low income urban

- families, and “well-documented among New Haven shool
children (Levine, Weslowski, and Corbett, 1966), has been 2 -

significant pr&ﬁfcm in the collection and analysis of these

follow-up data. t1 addition to the loss of subjects who move out .
of 'the city, groups of children tend to become dispersed rather’

rapidly with the city. Subjects in the first grade follow-up, for
2 .

oo, ¢

Q o
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Aruitoxt provided by Eic:

& example, had originally ‘fived In threg"schod districts but were

located in seven schools twa years fatéx The 115 subjects in the
recent follow-up were located In 14 difféfent New Haven schools
at ‘the end of Kindergarten, Such scattering unfortunately
prohiblts analyses of ‘inter<lassroom or even inter-schoot varl-
acions in schéol progress, because too few subjects are avaulab!e
Ia any one setting.

.

0_,\
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tart. More recently, 74 Head Start and '
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* - Intellectual performahcé in kindergarten,Two dif-
_ferent measures administered in the follow-up investi-

gations indlcate: that children who have attended Head

Start are superiof in intellectual dev'elo’pmeﬁt fo their
*non-Head Start inner city classmates gfter one, year In’
']

- school-(see Table 1). In the Zigler- Butterf“eld follow-up,

- Head Start-graduates scored significantly* higher at the

-end of kindergdrten on the Oraw-A-Man measure of

conceptual maturity (Harris, 1963), In the recent follow-
up, when the Stanford-Binet' was re-administered to

ilead Start and non-Head Start subjects at the end of -
i

indergarten, the Head Start subjects performed sig-

nificantly  better. These subjects had performed com-

parably prior to preschool educational intervention but

. had differed at the end of the Head Start program. The

sequential results demonstrate that the difference in the
intellectual competence of these children emerged solely
during the Head Start term, for the 1Q levels of both

groups do not change by more than one or two points.

during kipdergarten.

Academic progress in k/ndergarten The small amount
of data available in the-first follow-up study suggests
that Head Start ps:pils do not possess greater knowledge

.
L

a,strated significantly greater. skills a

cépts such as colors, letters, and size on the Preschool -
* Inventory (Caldwetl & Soule, 1965- 66) sthan boys ‘who
_had not attended Head Start, This finding suggests that

the effect of the Head Start experience was to enhance
~ the learning responsivity of boys—an Issue we will return -
V_to jater. s

“and information when they enter school ‘(see Table 2, :

“Preschoo! lnventory results),’ However, at the end of
“kindergarten, boys who had attended Head Start demon-

These four samples- ?anked in the same order of

i o . 5 . .

mastery of con: _

performance on the ‘Metropolitan Readiness Tests

(Hndreth Griffiths,. & McGauvran, 1966) as they did on
the Preschool Inventory (Head Start and non-Head Start

\ girls highest, non-Héad Start boys lowest). However, the

differences among the groups were not significant on

this measure.

Readmess tests were not administered in the recent

follow-up. study, fut Monroe Reading Aputude Test’
{Monroe, 1935} scores taken fromSchoo! records were
analyzed. The rank order of group In overall perfor-
mance at the end of kindergarten is the same as in the

-

TABLE 1 ©

s IQ SCORES OF HEAD START AND NON-HEAD START GROUPS
AT THE END OF KINDERGARTEN ‘

c &

, 4 ‘ . .
) ‘ - Head Start Non-Head Start :
" Early Follow-Up Study Boyf Gms By G| -
Goodenough-Harris . 9437 9438 81,67 > 86. . ‘
! Oraw-A-Man Tegt (N=19) (N=13) (N=12) &:E_U ' ,
\ ' Recant Follow-Up Study " '
Stanford-Binet Intelligence .
Scale, form L-M_ 9228 9203 88.79 © .86.27
(Ne36) (N=38) (N=19), (N 122} SR
' Numbars of cases sre shown in parentheses. !
ANl differences reported as sfgm;?cam reach a statistical ot A
;Qbablhly level of .05 or less.” * ' ‘
| o 3
. \ ( .~ \r ° -
i ,

earlier study—Hea}J"‘ Start and non-Head Start girls



N . ./ TABLE2 . .
ACHIEVEMENT TEST SCORES
OF HEAD START AND NON-HEAD START GROUPS IN KINDERGARTEN

]

. 7 . % - Head Start Non-Head Start
T o Boys Girls Boys Girls -
. Early Follow-Up Study B © _ B
) Preschool fnventory (63 items) . : L j
. Beginning of Kindergarten 28.94 4118, 27.20 . 35.00
' © End of Kipdergarten 3782 4782 3100 4733
, (N=17) > (N=11) (N=7) (N=3)
‘Metropolitan Readiness Test, Form A . ¥
o | EndofKindergarten 320d . 44th 20th  36th
’ Percentile Rank (N=17) (N=13}) (N=12) (N=11)
Recent Follow-Up Study Y '
) Monroe Reading Aptjtude Tests \“\\ " L. ‘ o
End of Kindergarten 44th 48th 42nd 46th . e
, Peréentile Rank (N=22) (N=24) (N=17) (N= 20) .
\ v
highest, non-Head Start boys lowest. On one of the £ TABLE 3

Monroe sections—visual tests—Head, Start pupils per- .

formed significantly better than non- Head Start pUpl'S
irrespective of sex.

We compared Head Start and non- Head Start chlldren

on a critical index of schoo! success at this first major

. juncture of their schoof career; promotion to first grade.

The samples in the two follow-up studies were combined .

and the frequency with which Head Start and non-Head
Start subjects were promoted to first grade as oppdse

to reading readiness classes was analyzed. The results are -
" shown in Table 3. Eighty-two percent of the Head Start

sub;ects were promoted . to first' grade, while 18% were” -

assigned to reading readiness classes after kmdergarten
Sixty-five percept of the non- ‘Head Start subjects were

promoted to first grade, while 35% were -assigned to

reading readiness classes.{The difference between the
groups is statistically significant® and sliggests that ih
inper city schools_children who have had Head Start
" experience are more likely to achieve an adequate level
of cdmpetence in kindergartéh.

Personal-soclal ad/ustment in kindergarten. Our infor-
mation regarding the inital school adjustment of Head

1x2= 4.28, p = 05

N

“ that teachers’

PROMOTION OF HEAD START
AND NON-HEAD START PUPILS

) Head Start Non-Head Start
‘ .Pupils Pupils
Promoted to First Grade 53 (82%) 35 (65%)
Assigned to Reading o ‘
Readinest Classes. 12 (18%) 19:(36%) -
- _65(100%) 54 (100%)

Start puplls is sparse in these two follow-up studies
though it is evident from the data which was gathered
ratings on thé "Op¢ration Head Start
Behavior Inventory ‘favor the Head Start pupils (see
Table 4). At the end of kindergarteyy, the ratings of these

same children .indicate that the non-Head Start boys .

remained more immature than. the Head Start boys and
more immature than girls'generally. i .
We also analyzed the marks which pupils received for
behavioral -adjustment in kindergarten. The results are
inconclusive, for in the early follow-up study, Head Start
pum/Is received significantly higher marks for initiative
and somewhat higher marks for industry than non- Head :
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«l Start on personalsocial adjustment in school will be
taken up again when we present the more extensive

OF HEAD START AWD NON-HEAD

|  TABLE4 _
PERSONAL'SOCIAL ADJUSTMENT amucs

START GROUPS IN KINDERGARTEN

9=C+,8=C,7=C-.
Numbonofcwnt-owninp«unhou

Start pupils; whilé in the r,ecent followup study, these

o ey -z+differences were not found. Whether this discrepancy is

s g due to a sampling difference, or to some other factor; is
o ; ‘dlfﬂcult to ‘deétermine. Conclusions should be reserved
for the moment, in any case, since the impact of Head

results of thc longitudinal smdy

Before | going on to the first grade results, we would
add that data gathefed in the recent follow-up indicate
that chitdren who dnd not attend Head Start tended to be
absent more frequently during kindergarten than the

S Head Start . NonHesd Start
& | Early Foliow-Up Study Boys . - . Gils Boys Girls
- y N ’ : o ] 3 . : -
o Operation Head Stait Behavior inventory® ~ v R .
: Fall of Kindergarten 14300 .. 14853 2111 122.33
~ Spring of Kinfergarten . 141.32. . 147,73 13114 174.33,
o 0 - N = 22) (N = 186) (N=9) ~(N-‘-3)
Kiftiergarten MarksP . o SR
Cooperation ' ., 1028 1.23 10, 25 T 82 ;
Industry . 1.18 11.26 8.Y5 11,00
Initistive 9.42 11.00 7787 9.91
Dependability 10.47 10.31 9.26 " 1v.27
Social Control * 10.65 . 11.00 975 . 1180
‘ S IN=1D) (N = 13) (N = 12) (N= 11)
'| Recent Follow-Up Study
, Kindergarten Marks? NPE A
» Cooperation 943 10.00 485 10.32
Industry - , 9.66 8.75 863 10.18
i _Initiative 856 .64 9.00 9.77
S _ Dependability 9.3 1083 . 9.32 -10.32
Social Control p 883 10.67 9.42 10.09,
G s IN=23) (N=24) (IN=18)  (N=22)
g@j{*\ Mh rénge of scores = 50200 . R
T F o
SO, buttn vatues of marks sre:
{e sl 14=A 13=A,12=B+ 11=8,10=8

children who did attend Head Start. Non-Head Start
pupils were absent more than 28 days during kinder-
garten,- on the averige; while Head Start pupils were
absent a little less than 23 days.® This difference could
stem from 2 number of factors—better physical health of
* Head Start graduates, for example, and greater motiva-
tion for schoot in Head Start graduates and their parents.

¢ These figures are based on the school records of 71 Head
Start puplls and 41 non-Head Start pupils, The difference closely
approz hes statistical significance (p < 07).°.

5



“néarly two years,

First grade followup. In the Zigler-BulterﬂeI‘c'i fol-
fow-up, we tested eack: of the children on the Stanford-
Binet Intelliger:e Scale after they had béen in school for

progress by analyzing the marks they received at the end
of first grade. The results are summarized in Table S.

Children who had Head Start experience still tended
3 show a general advantage in intellectual development
after two years in school, but it is only among boys that
Head Start is still associated with significant superiority

- in intellectual and academic performance. Boys who had

jattended Head Start achieved significantly higher 1Q

scores on the Stanford-Binet and significantly higher
marks for reading achievements in first grade, and they
tended to receive higher marks for classroom behaVIor,
than did non-Head Start boys. Head Start and non-Head

Start girls, on the other hand, did not differ significantly.

in these areas. In this study, then, the impact of Head
Start centinued to be evident after two years of school
only among boys. .

and investizated thelr academic

~ SUMMARY  ~

Th o follow-up studiés provide comparative data -
on finner city children which indicate that the New,.-
Haven Head Start experience helps children to progress:.
more optimally in inner city schools, Children who -
attend Head Start are clearly more competent in meeting

intellectual challenges during their first year of-school

than children who did not attend "Head" “Start, The -
superior Iintellectual performance of Head Start pupils in
kindergarten was corroborated in both studiss with
different types of measures. The more recent findings
prowde "the clearest demonstration of the Iong term
impact of Head Start on intellectual developrirent, since

_the children who were compared were known to have .;

performed similarly prlor to Head Start intervention. At
the end of-the year in schoot, the Head Start graduates
in that study were maintaining the higher 1Q levels
which they had reached by the end of Head Start,
whereas the non-Head Start children were contlnulng to

«,. perform at a lower level.

TABLE 6 e -
. ATTAINMENTS OF HEAD START AND NON-HEAD START GROUPS
AT THE END OF THEIR SECOND YEAR OF SCHOOL (EARLY FOLLOW-UP STUDY ONLY)

Head Start Non-Head Surt

N A Boys AG'irIs Boys . Girls

Stanford-Binet 1Q Scores _ 90.94 . 97.92 81.68 $3.45
School Marks? ‘

" Cooperation 9.94 11.69 - 10.08 12.64
Industry 10,59 11.23 8.68 10.70
Initiative 9.53 10.69 7.68 10.46
Dependability 9.53 1064 . 8580 10.91
Social Control 9.29 10.39 8.60 10.91

- (N=18)  {N=13) (N=12) N=11)
“Reading 9.46 9.42 129 . 10.78
Arithmeticb 9.85 9.42 8.71 10.44
. (N=13)  N=12) (N=7) (N=9)

8L etter values of marks are:
i4-l_\,13'A-,12‘B+,1‘I'8,
10=8.,9=C+,8=C,7=0C-,

bThese N's are smaller becsuse readmg and arithmetic marks are usually given only to pupns who are In the first

grade classes. .
- -Numbers of ceses are shown in parentheses, -

“~
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Although one difference was found in the perfor:
mance of Head Start and non-Head Start samples on
standardized readiness tests at the end of kipdergarten, a

significantly higher percentage of the Head Start grad- .

vates were promoted to' first grade- at this time.
Promotion reflects teachers’ judgments of children’s
academic readiness, so despite the relative absence of
supportive evidence from the standardized test results, it
uld appear that Head Start is helping children to
¥progress better in school.
The findings of the second-year “follow- -up of the

"\J Zigler-Butterfield subjects suggest that Head Start ex-

perience’ may make more difference over the long run to
boys than to girls. The non-Head Start grrISQn that study
caught up to their Head Start girl classmates in (earnrng

achievements and personal-social adjustment - during -

kindergarten, and they had almost reached a comparable
" level of intellectual development by the end of first
grade. In contrast, the boys in these classrooms who did
not have Head Start experience exhibited little improve-
ment in either behavioral adjustment or learning
achievements during kindergarten. At the end of their
second year in school, these boys continued to be
somewhat poorly adjusted, and their reading achieve-
ments and general intellectual level remained signif-
icantly poorer than the boys who had had Head Start
experience. -
r . i
A LONGITUDINAL STUDY OF HEAD
START PUPILS IN TRADITIONAL AND
EXPERIMENTAL SC‘HOOL PROGRAMS

-

Meth()d ‘ L

A longitudinal study which we afe conducting on the

Jevelopment of inner city children attending a Follow

Through program provides.evidence regarding the long-

term impact of Head Start when it is followed by
different types of sthool experiences., The Jaosl Follow
Through center’ ‘differs rather notably from most inner
city school situations. Bank Street College of Education
is a sponsoring institution for the program and assists in
cursiculum development and in-service staff training..In
addition, medical and social services, child development
consultition, and other professional activities are built
into the schoot program.

‘ resrdence, although

B LA
< . .

The Follow Through center emphasizes individuatiz ¢
instruction, The pupil-teacher ratio is low with a
niaxiroum of 20 children for every full-time team of
teacher and aide. Each classroom includes children from
widely divergent backgrounds. Mdst pupils are from
eittier low ihcome, inner city families or middle-to-upper
income families living in outer-urban or suburban areas.

~ All Follow Through pupils are bussed to the center for a

full day of school, even in kindergarten, Although the
center is not near. children’s homes, parents are involved
in school activities and in setting the administrative

“poticy of the program,

The progressive performance of low income pupils in
this Follow Through program is being compared with
the performance of a simifar sample of children who are

.undergoing the range af education opportunities and

experiences tradmona!ly encountered in inner city
schools. The compatison puprts are atterfding New Haven
schools which serve low income. populations. Family
history information shows that these Follow Through
and neighborhood school samples are compatable with
respect o' type of parent occupation, family size, and |
there is a higher incidence of
one-parent famrlres in the Follow Through sample (3?%
as compared to 17% of the neighborhood sample). Al
the families meet eligibility requirements of the Head
Start program.

The findings are based on the performance of 177
children. The 112 Follow Through pupils began the
program-.either the first or second year .after it was
initiated. The 65 children with whom they are compared
were in four kindergarten classes, each in a different
neighborbood school, Erghty-crght Follow Through and
22 neighborhood school pupits had attended a year-tong
Head Start program; 24 Follow Through- and 43
neighborhood school pupils had not-had any preschool

educational experience. The majority of the pupils is ..

black. None is bilingual.

All data were “collected by Yale research staff.
Measures employed to study intellectual and academrc ‘
development include the’ Peabody Picture Vocabulary
Test (Dunn, 1965), the Screening Test of Academic
Readiness (Ahf, 1966}, the - Preschoo! , Inventory
(Caldwell & Soule, 1965-66), and the Metropolwan
Achievement Tests, Primary Batteries | and 1l (Bixler,

?The cooperation of the New Haven and Hamden, Connect~
= lcut, Pubtic Schools Is gratefully acknowledged. We are parti-
’ oular?y»inocbled to Mr. Robert Avery, Director of the Hamden-

New Haven Cooperative Education Center, and the Follow
Through program staff for thelr continuing assistance, )
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Durost, Hildreth, Lupd, & Wrightstone, 1958-62). We
also report findings gertaining to children’s personal and
“social adjustment in kindergarten and the findings from
a battery of non-academic megasures which was used to
expj,ore some. dimensiohs of competence during fust
grade.

"Results

¥
.
°

Academic achievements. It was found that the
achlevements of the children when-alhey first entered
schoo!, and their learning progress-during the first year
of school, tended to be related to their sex and race as

well as to their educational experience. The interweaving,

. of these factqrs may be seen in the data which was
gathered dunng the first year of the study. Tables 6 and
7 show the mean 3cores for Head Start and non-Head
Start groups that year, broken down for racé. Results of
the Preschoo! inventory, which was administered

" individually to’ each child “at the beginning of kinder-

* garten, revealed that black children who had Head Start

experience had significantly higher scores than. black
children who did not have this experience {Table 6). The

black Head Start graduates demonstrated significantly
better knowtedge of concepts such as position and color;
greater information and vocabulary; and greater ability
© to employ concepts correctly in the solution of prob-
fems.

On the Screenl‘ng Test of Academic Readiness,
analyses also revealed a significant Head Start difference

)

L]

among black children but only for boys: boys who did
not. attend " Head Start scored- significantly lower at

. school entrance than boys. who did attend Head Start.’

The Head Start boys and both Head Start and non- -Head
Start girls performed comparably. °

The amount of learning accomplished during klnder- '
‘garten also appears to be, related to many factors, -
including both the past and current educational ex:
petiences of the children. There was a general tendency

for. children .in Follow Through kindergartens to make - B

greater gains in leaining readiness skills than children in
inner city school kindergartens, However, white pupilsin .
inner city schools exhibited gains on the readiness tests
which were the same as those of both black and white
pupils in the Follow Through program. It was the bfack
pupils in_inner city schools who made significantly
smaller gains during kindergarten; especially, as the data

. in-Table 7 indicate, the non-Head Start black puptls in

“these schools, who gained the least.

These test results show, then, that'non-Head Start
black children not only entered school with the least
_accomplishments, they also learned less during klnder
garten if they were in the usual type of school program 8
In relation to norms reported for the Screening Test, it
could be concluded that this was the only.group of
children in the study which was substantially deficient in
readiness skills at the end of kindergarten, for their mean-
“standard score” was 87 — 13 polnts helow the average
performance of children this age. By contrast, children

TABLE 6

ACHIEVEMENT PERFORMANCE OF HEAD START AND

~

NON-HEAD START GROUPS AT THE BEGINNING OF THE FOLLOW THROUGH STUDY

BlaciPupils 7 White Pupils
Head Start Non-Head Start Head Start Non-Head Start
(N =54) (N = 35) {N = 14) (N=17)
The Preschool lnventory 36.73 2069 40.86 39.11
Screening Test of . R ‘
Academic Readiness 30.70 29.80 38.36 36.41

$Monroe Reading Aptitade Test Scores were availatle for
puplls attending three of the four participating inner city
schools, The results indicate that the Head Start graduates also
scored /significantly higher on the Monroe tests at the end of
kindergarten than their classmates who had not attended Head
Starl. The mean total score of Head Start pupils was 195 (15

8

) plpits); the mean total score of non-Heat Start puplls was 170

" (35 pupils). Boys and girls did not perform differently.
?On’ the Screening Test of Academic Readlness, an average
level of performance Is assigned a standard score of 100, the
standard devlation [s set at 15.
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\  TABLE?

KINDERGAR"i’EN ACHIEVEMENT GAINS OF HEAD START AND
NON-HEAD START GROUPS IN FOLLOW THROUGH
AND NEIGHBORHOOD SCHOOLS

, ' o {(Screaning Test of Academic Readineys)

. Follow Throush ~ Neighborthood Schoots
Head Start 1981 *17.06
, : . a{N=37) (N =17)
Black . ' .
Pupils * . Non-Head Start’ 21.86 14,29,
: (N=7) (N =28)
Overall 20,14 15,33
| (N = 44) (N =45)
L - Head Start 18.80 ' 21.76
(N = 10) (N =4)
White L
Pupils Non-Head Start v 2.2 20.54
: ‘ {N=4) ) (N=13)
! , ‘Overall .. 1979 20.82
4 . (N = 14} (N=17)
&)
P . . (3

Numbers of cases are shown in parentheses,

who had had some type af educational intervention by
the end of kindergarten. (Head Start andfor Follow
Through) were close to or at an average level of
performance for their age. The Follow Through: pupils

g

higher than thé comparison sample in reading compre- -

hension; the second-year Follow Through class tends to
scdre higher in .work discrimination. These differences
anly approach statistical significancé, however. (The

had a mean standard score of 100, the Head Start pupils- .mean readiness test scores of these smaller longitudinal
samples are presented in Table 8 to show that the chil-

in neighborhood schools had a mean standard score of
96.

The Screening Test resuits for the second-year Follow
Through class were similar to those for the first-year
class, as reported above. Both Head Start and non-Head
Start pupils in that class made an average increase of 19
~ 20 points during kindergarten, and they attained a
standard scose mean of 98 at the end of the year.
~ Metropolitan Achfevement Tests were administered
to assess the children’s progress in reading and arithmetic
at the end of their second year of school. On these tests
no differences were found in the academic achievements
of Head Start and non-Head Start pupils in either type
of program. In general, children who remained in the
Follow Through program for two years were exhibiting
. somewhat greater reading achievements than :children
‘who remained in the same neighborhood schools for two
years. The first-year Follow Through class tends to score

”

dren who remained in these programs for two years did

. not differ in achievements pnor to first grade.)

Intellectual development. The follownng results con-

cern the childyen's sequential performance on the

Peabody Picture Vocabulary Test (PPVT) during kinder-
garten and first grade. Unlike the achievement tests,
which measure specific skills and knowledge, the PPVT
assesses general verbal intellectual development and it
employs a technique which does noLdepend on language
or reading ablutles BN

Head Start experience was an |mportant effect in the
PPVT kindergarten results. The findinigs for the entire
sample of.177 children indicate that, at school entrance,
Head Start pupu!s performed at a significantly higher
level of intellectual maturity than non-Head Start pupils,
Head Start pupils scored 12 1Q points_higher, on the
average. At the end of the year, Head Start experience

b~

[ )

e,
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: TABLE 8 .. .
¥ SEQUENTIAL ACADEMIC ACHIEVEMENT OF FOLLOW THROUGH
AND NEIGHBORHOOD SCHoOL LONGITUDINAL GROUPS

(Combined Head Start and Non-Head Stcrt)

Kindergm” End of v o LT
N Sl . Entrance Kindergarten ~ End of Grade 1

o Screening Test  Screening Test Metropol itan Achlevemont Tests, Primary Battery |

i e of Academic of Academic (Grade Equivatents)? -

) Readiness Readiness Word Word Reading

. (Raw Scores) (Raw Scores) Know- - Discrimi-  Compre- _ Arith-

| T, ledge nation hension metic

Follow Through .

2nd yrclass (N = 45) 2939 48.60 1.7 . 1.8 1.5 1.7

Istyrclass (N =38) 30.38 50.44 - 1.7 1.6 1.6 S I
Neighborhood .
Schools {N = 37) 35.40 4886 1.6 1.6, 1;5 ’ 1.7

X

was still a significant factor in’verbal intellectual per--

‘In the grade equjvslent figures, the number to the left of the decimal rafers to the school yesr, the numpoer to the nght of the decimal
refers to the month in that vear. 6.g. 1.7 = the seventh month of grade 1.

formance, but only among black pupils in the two types
of school program,

Table 9 shows the progresswe performance levels of
Head Start and non-Head Start pupils who were in these
schools for two years. These longitudinal data illustrate
the exceptionally poor performance on this test which
we have found to be typical for poor children who have
not yet had a school experience. They also show that
both Head "Start and non-Head Start pupils perform
better at the end of kindergarten than they did at the

-beginning. PPVT gains in first gra’de were significantly

related to the type of school program which the chitdren

were attending::in both the first- and second-year classés

of the Follow Through program, Head Start pupils made
a further increment in their level of inteltectual function-
ing during first grade. In regular school programs, Head

Start pupils showed no further increment. As a result,
Head Start groups which had performed comparably — Head Start “Behavior Inventory The children who were

after one year of school, began to differ after two years
of school.. :

The small number of non-Head Start pupg\ls in the
Follow Through group had caught up to their Head Start
classmates by the'end of the second year, whereas pupils
who missed both the Head Start and Follow Throygh
programs "remained at a lower leve! of verbal intellectua
development than the other children.

10

Personal-social adjustment. Analyses of teachers’ rat-
ings-of 50 behavioral characteristics of their pupils in
kindergarten revealed many differences which -were
associated with Head Start experience. No \systematic
differences were found in the ratings of Follow\Through
and neighborhood school teachers’ ratings of their
pupils. Across both school programs, non-Head: Start
pupils were rated lower on leadership, and non-Head
Start boys were rated as less independent, at both the-
_beginning and end of kindergarten. In the neighborhood -
schools, Head Start graduates were also rated signif-
icantly more self-confident, persistent, and emotionally
mature than non-Head Start pupils,. |

Though one would expect that children this age
would mature socially and emotionally over a year’s
time, we find that only- one-half of the pupils In this
. study were rated higher by their teachers at the end of
kindergarten on this S50-item measure,-the Operatton

the most immature when they entered school did not
necessarily improve.!® Incidentally, because the In-
ventory . ratings  correlated rather substantially with

L

1%There is a small nesat]ve correlation (r = ..28) between
initial adjustment rating and rating change.




,~performanc<; resulting from the kinds of educational
_.experiences which children had had. Analyses were per-.

: -~

TABLE 9
SEQUENTIAL PPVT Qs OF FOLLOW THROUGH AND NEIGHBORHOOD! SCHOOI.S

I.ongltudmal Groups
-~ Kindergarten = Endof  Endof 10 Changein 10 Change in
- Entrance . Kindergarten - Grade 1 ~ Kindergarten Grade 1
b
Follow Through : . ¢
Head Start (N = 72) 84.82 94.96 98.69° +10.14 +3.62
« Non-Head Start,(N = 8) 78.12 89.12 9600 . +11.00 +6.88
Neighborhood Schools v ] ,
Head Start (N = 14) 86.64 96,64 _ - 94.86 +10.00 178,
Non-Head Start (N=31) . 69.81 91.90 90.61 +22.09 -1.29

academic pefformance,'!  we conjectured that the
amount of learning which children accomplished during

the kindergarten year might be related to their personal .

and social adjustment in school. The available evidence

suggests that this is true; for it was found that children

who were very immature when they began kindergarten,

but who matured significantly durirg the year, made -

s’%niﬁ'cantly larger gains on the readiness test than those
who remained poorly ad;usted

Competence. Near the end of "the second year, a
. battery of six measures was administered to the children
in first grade in an attempt to determine whether there
were systematic differences in problem-solving and task

formed to compare Head Start pupils in_the Follow
Through program with Head Start and non-Head Start
pupils in regular school programs.

" We found, first, that Head Start puplls-—regardless of
~1the school program they were attendmg—adopted a dif-

ferent approach to problem-solving than did non- Head

‘Start pupils. On a measure described by Zigler and
Turnure (1964) called the Sticker Game, the extent to
which children imitate someone else rather than using
their own ideas is assessed. The results on"this measure

s

rt Behavior Inventory and scores on the Screening Test of
Academic Readiness were +.51 (fall measures) and +.53 {spring

_ measures),

g' Correlation coefficiehts of ratings on the Operation Head -

showed that Head Start pupils imitated significantly fess
than non-Head Start pupils when they first coped with .
the Sticker Game- task. The Head Start pupils thus
appeared to adopt a more inner- or self-dsrected
approach to problem solving.

Durmg the Sticker Game, the spontaneous verbal
behavior of the children was also scored. The childeen
commented about themselves, thelr ‘school, or about
what they were doing with the stickers. Very few asked
questions or requested help or support. Analyses-of
these spontaneous verbalization scores show a significant
education effect: Head Start pupils [n the Foljow
Through program engaged in spontaneous verbal be-

havior more frequently than Head Start or non-Head .-~
- Start pupits in neighborhood school programs. Whereas

Head Start pupits attending Follow Through averaged
more thin nine comments during the course of the three
Sticker Game tasks, the pupils in regular schoof pro-
grams averaged less than three comnients. This finding
suggests that the chitdren attending Foflow Through are
more, comfortable and confident expressing themseives
verbatly--a behavioral difference which is consistent with
the finding that they were making unusual increments-in
their knowledge of word concepts. Our data showed that
Head Start pupils in the Follow Through program ver-
balized as freely as their c!assmates who were from high
income families,

We measured exploratory or "change-seeking"
behavior with the Howard Maze task (Howard, 1961).
On this measure, the Head Start pupils in Follow
Through displayed slgmf“cantly greater exploratory

1.
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tendencies: than the Head Start pUpI|S who were in
regular school programs.

We did not uncover significant differences between

Head Start or school groups on a measure of persistence.

Two measures were employed to study creativity. A -

measure of creative thinking in verbal activities was
adapted from the ‘“Just Suppose” task devised by
Torrance {1966); and Torrance’s “'Circles” task was used

to assess creativity in a non-verbal activity. On the latter, .

no clear<ut differences were uncovered which could be
associated with educational experiences. On the verbal
task, however, Head Start graduates in both Follow

Through and neighborhood schools demonstrated signif-

icantly greater’ creativity than non-Head Start pupils in
neighborhood schools. On both of the Torrance tasks
the Head Start graduates in the Follow Through program
gave significantly longer responses than did: the Head
Start pupils in neighborhood schools. ,

In sum, nearly two years after starting school, Head

" Start graduates were more verbally creative and relied on

their own resources more than their classmates who had

not attended Head Start. Those Head Start graduates

who had had two additional years of enriched education
in the Follow Through program were found to verbalize
more frequently and more fully, to give lengthier
responses, and to be more exploratory, than children
who were attending regular school programs. These
behavioral differences suggest that the children who had

had the greatest educational advantages were more

comfortable communicating with others and.working on

" unfaniliar tasks than the children who had not had such

advantages.

DISCUSSION =i -

™. The evidence from several long-term investigations
carried out over the past six years in New Haven has -

been brought together in this report to assess the impact
of Head Start intervention on the progress of inner city
children in school.

The results of all our investigations indicate that inner

city chifdren are better prepared to start school if they -

have had Head Start experience. In each study, Head
Start graduates performed significantly better on intel.
ligence tests, and they were socially and emotionally

- more - mawre at the begmnlng of kindergarten than

children Who did not have Head Start experience. The
most recent evidence also suggests that basic conceptual

knowledge and perceptual-motor skills were improved in

Head Start classes

12
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The progressive performance of éhi|drén during the

. two years following Head Start was studied in different

"school ‘situations to try to assess the consequences of

this initial developmenta! advantage uryder - varylng
educational condmons Where children attended inner
city kindergartens without special programs or resources ™
available, the evidence consistently indicates that Head
Start graduates remained at a higher level of intellectual -
functlonmg, demonstrated greater maturity and self-
confidence, and seemed to benefit more from the learn-
ing opportunities provided for them in these schools,
than did children who had not attended Head Starf. The

_higher percentage of Head Start graduates who were

promoted to first grade underhnes these positive findings
in the test results.’

The kmdergarten findings in a recent longitudinal
study suggest that the impact of early educational inter-
vention is particularly important to black children, who

~ make up the inner city majority. Among the black

children in this study, the more optlmal school situation .
at a Follow Through center led both the Head Start
graduates and- their few non-Head Start classmates to

- make greater learning gains during kindergarten than the

Head Start and non-Head Start children attending inner,
city school kindergartens. But, it was only those children
who had not had the. benefit of any educational inter-
vention—either in Head Start before school entrance or
in Follow Through after school entrance—who did not
have the necessary 3kills at the end of kindergarten to
begin a first grade program. These children were not -
only. farther behind in thelr cognitive deveoiopment at
school entrance, but they learned ‘less during kinder-

- garten, . This was also thy case for boys in another ~
* follow-up study, most of whom were black, wpo had not

had Head Start experience before . entering inner city
schools. .

‘/]n the unusua| schoo! situation at the Follow
Through center, the small number of non-Head Start -
children who were included caught up to their Head ®
Start classmates by the end of the first year. This did not--
occur in any of the more typical school situations.
Whether this would have -occurred in the Follow
Through program if the majority of children had not had
Head Start experience is, of course, a question which

‘ caﬁnot be answered. In any case, we may infer from .

these results that one of the importaht consequence?of
Head Start preparation is that it enables many inner city
childr¢n to take greater advantage of the learning oppor-
tunities which are typically provided in their neighbor-
hood schools.



The results of the two studies which followed
children on through their second year of school showed
that Head Start graduates still tend to perform better
than non-Head Start graduates the second year.: The re-
sults of the first follow-up:-study suggested that th¢ con-
sequences of Head Start preparation may be greater for
.. boys than for girls, since by the end of first grade, girls’
= Wwithout this- preschool experience had caught up to
“Head Start girls in évery area tested; whereas boys with-
~‘out this preschoo! experience showed no indications of
: catchmg up to Head Start boys in at feast two important’
areas; mtellectual development and reading achieve-
. ments. '

" Of timely lnterest is the evidence from the recent
Follow Through study that the development of Head
Start graduates begins to vary according to the type of

. school program which they have after leaving Head .

Start. The Head Start graduates in the enriched school
program of the Follow Through center continued to

show improvément in their. vérbal 1Q leve; but neither .

Head Start graduates nor non-Head Start” pupils in
regu!ar school programs made further 1Q gains after leay-
~ing kindergarten,

The Head Start graduates who were attending the
Follow ;Through- program also performed differently
" from other Head Start graduates at the end of first gade
in, ways which suggested that they were more com-
fortable communicating with others and working on new

- materials and problems than those who had rot had this
type of schooling. in general, though, first graders who
had had Head Start experience were more creative and

relied on their own resources more than non-Head Start

first graders. Thus the greater initiative and indepen-® -
dence displayed by: Head Start graduvates in their
“kindergarten classes seemed to be continuing, regardless
of the type of school program they were in.

The findings of this study imply that school program
is the most important factor influencipg children’s
progress in ucademic subjects that are not formally
introduced until the primary grades. No Head Start

effects were uncovered in the anafyses of achievement -

test performance at the end of first: grade, but the
children in the Follow Through program seemed to be
making greater progress in mastering reading skills than
the children in regular.school programs.

The findings of thesé tgee studies thus provide quite
contlusive evidence that ead Start has an impact on

children’s development which” s _beneficial to them in *

school. The results show that the experiences which
Head Start provide are particularly r\po\rtant for black

children and that the conseqyences of the Head Start
preparation may be greater for boys than for girls. As
would be expected, the children’s development comes to -
depend on the type of education experiences which they
have after leaving Head Stirt. The Follow Through re-
sults indicate that Head Start graduates progress more
optimally in schoo! programs which are best geared to
meet children’s needs for intellectual challenge and inter-
personal support. The fact that Head Start graduates in
one of the Follow Through classrooms had advanced to
grade level in reading and arithmetic and age leve! in
verbal intellectual development by the end of first grade
illustrates the success. which.can be realized through
educational efforts mounted on behalf of inner cnty chil-

© dren, ‘
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E. Kuno Béiler, "

CHAPTER 2. -
IMPACT OF EARLY EDUCATION ON

DISAD ANTAGED CHILDREN

INTRODUCTION

The last decade has witnessed an increased cohce m
with extendmg education downward to yqunger childfen
0 as to counteract the immense waste of human

@

potential - which has resulted from leaving thé mental,

soclal, and emotional development of young children

“exposed to uncontrolled forces which “all too often:

deform and destroy potential talent and future man-
~ power. The rights of children to an opportupity for
““educational ~ experiences which will enable them to

. develop whatever talents they might have so as .to

function morg adequatelyynd productwely in their
adult 1ife are not taken for granted in our adult-centered

-

© society. Apparently, these rights and validity of cliims -

for their potential benefit of exposure to educational
experiznces early in life have to be demonstrated time
and again in order to turn the observations and insights
of John Locke, fean Jacques Rousseau, Pestalozzi,
- Montessori, and John Dewey mto a vuable institution in
our society.

The present study was undertaken to investigate the

interplay of motivation, socio-emotional- interactions
-between the child and his educators in the impact of
early educational intervention on the later development
of . disadvantaged children. The ' study attempted to
concentrate on obtaining a broad spectrum of the child’s
functioning and. changes in the child’s functioning over

time. The focus was equally on immediate and long-

range effects of early educational Intervention. By

attempting to encompass a wide range of the child's
- fuhctloning and a broad temporal span it was hoped that

- we might avoid-ending up with fragmented findings

which often constitute answers in search of questions
rather than answers to questions.

"+ SAMPLING | ‘
The childreh in this study were drawn from four~

i

- public schools located in an urban slum area of North

Phitadelphia. Negroes constitute. sevent -ope percent of
the population in the target area. Ocdupationally, the
target area was characterized by unskl!led and semi-
skilled labor with a small proportion of people in the
clerical labor group. There was 2 hard core of Negro
. fesidents without any real work histories and a low level
of employability, The employment problem was further
intensified by automation and out- migration of industry
curtailing the number of unskilled and semi-skilled jobs
available. The median income was $3,383. Twenty-seven
percer‘;\ of the housing, was classified as “deteriorated"

or™ “dilapidated™-in- cotnparison-to-thirteen- percent. in.

the rest of the city. N -

* Each of the four schools opened a nursery program
for fifteen four-yearold children. Applicants were re-
crbited through notes to parents of all pupils attending

. each of the four schools which announced the openirg

of such a progran). The criteria used to identify
“eligible” children were: age three years and seven

-

. | s
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months to four years and six monthsJ chlldren wuthout '

senous physical or _mental handicaps; dependency of
famliy on pubhc serwces mothers working; and broken
homes From the apphcaqts from each of the four

C . !

. TABLE 1

c!assrooms fifteen children were selected randomly for
enrollment. Ninety percent of -the chlldren were black-

fand all came from !ower class deprlved famal:es (see
Table 1). - )

[y
\

AVERAGE AGES 1IN MONTHS), STANDARD DEVIATIONS (SD} OF BOYS AND
" GIRLS ENTERING SCHOOL AT NURSERY, KINDERGARTEN, AND FIRST GRADE

‘CHILDREN . TIME OF ENTRANCE e
S Nursery ‘Kindergarten First Grade .
' N X SO N X SO N, X .SD
\,T,E * . ~ . . .
. Boys 32 562, 41 20 709 20 27 828 39
Girls 26 661 - 31 24 . 709 30 ‘30 842 56 |°
Total 68 8.2 37 B3 704 25 57 836 49 :

3 1)

Flfty six of the original children graduated to kinder-
garten in the same four public schoo!s in which they had
attended nursery school. Group il censisted of fifty-

three five-year-olds who entered the same kindergarten -

classes as the children of Group |, however, without
prior nursery experience. These children were selected
from a larger group to approximate age, sex distribution,
and ethnic background of the children in Group 1. The

majority of children in' Group | angd, fi graduated from

kindergarten to first grade classrooms ir"the four same

schools in which the ongmai program started. All chil-
dren from Group | and Il were assigned to first grade
classrooms: in each of the four schools in such a way that
an equal proportion of children from Groups | and 11
would have the same teachers, This was done to reduce

" differential effect of the edircational .experiences due to

differences between classrooms and teachers. From the

first grade classrooms in which fifty-eight children of

~Group | and | were enrolled,-a-third-group- of children

. was selected who had no pno; preschool experience.
Again these children were selected to be comparableto

the age, sex distribution, and ethnic background. of chil-

“dren in Groups | and 1); All three groups of children

were again kept together within the same classrooms and
with the same teachers during the second grade. After
that time, however, so many children had transferred to
different schools in the city that it did Aot seem practi-
16 ‘ LA |
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. cal to‘continue the batt!e of keeplng the few remaining

children in the four original schools in the $ame class-
rooms. However, all children were followed up individ-
ually each year to the end of the fourth grade although
the total sanmiple had spread to eighty different schools in

" the city of Philadelphia. One hundred and fifty children

.or approximately ninety percent of the original one

““hundred sixty-eight children were still reached by the -
- end of the fourth grade. Evidently, a major effort of the

present study went into tracing and reaching the %hil-
dren so as to avoid attrition and distortion of results.
» . . LY
a’ol "
The Preschool Program.

Each classroom had one head teacher, and. one
assistant teacher. The head teacher was a fully accredited
teacher selected from the staff of the Phitadelphia Public™ ~
Schqols who had had previous early childhood’ teachlng
experience. N

The assistant teacher, in every case, was a Liberal Arts

graduate with no teaching experience. The selection of .
the assistant teachér as a. nongrained teacher was a
deliberate one. The intention was td encourage persons -
with teaching pokenuai to enter the teaching field where
the c}ullenge was apparent '

-
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The classes operated four days a week. On the fifth*

day, the teachers were engaged in a continuation of their
in-service training program, making hpme visits, working

“tlosely “with - parents,- Home-School . Coordinators, the

Social Worker, and the school personnel, Where neces-

- sdry.and desirable, they:were in contact with appropriate
- . community agencies, although the main responsibility

for this work’ fested with the social service team.
©Anin- serv[ce training program was carried out with

_the primary objecuves to continue the re-educatiop of

teachers to work in preschool programs in disadvantaged
commuriities and to begin developing some curriculum
gmdehnes based on the experlences and experimentation

~in the nursery xhools during the past and cufrent years.

Specific ob;ectwes were (a) to emphasize the impera-
tive need for the school to help offset or compensate for
the deprivation in the lives of disadvantaged children; (b)

- to help’ teachers understand (1) basic nursery- schoo!

procedure and programming; (2) the special needs of the
disadvantaged child and the deficits in foundation

learning and skills that handicap him when he enters the '

middle<lass academic envirorfment of the schoo!; and

- (3) the strengths and positive elements in the child and
*_his family which can be utilized in the school setting; {c)

to help teachers develop the ability to identify deficits in
the total group and in individual children and provide
compensatory fearning experiences in the preschool
program; {d) to- experiment \fith,. and evaluate, specific
techniques and curriculum matetials for helping the

disadvantaged child develop the underlying abilitles,

skills, and understanding necessary to meet successfully

the demands of the classroom; and (e) to help teachers

recogmze the need to reach out to work with the perents.
of the children, ‘
The total teaching staff met with the Project Director

" one afternoon 2 week for a two-hour seminar, During

the year, the direction of the curriculum guide changed
several times as a result of ongoing evaluations of the
results, The purpose was to develop guidelinés that will
be helpful to similar programs but to avoid the Yo0k-
book" type of approach.

“The Project’ Diregtor visited each school as often &

‘possible to observe and confer with teachers concerning

- their program and their overall performance.

All assistant teachers were required to enroll in a
course in child development or nursery school curric-
ulum as part of thigir in-service education,

The teaching staff sought to establish and maintain a
close relationship with parents through home visiting,

Yparent conferences, small group get-togethers, and invit-

ing parems to observe and pamcupate In the. group

.

Much of the work with the parents was informal.
Expectations of - cooperation* from parents .varied de-

_pending on_their_interests, conﬂdenee, and understand-.

ing of the school’s goals,

Teachers often gent short notes home tellmg about
something o’ interest to the parent: thé child’s adjust-
ment, the program, or some bit of mformatron tha} was

“good news" and served to keep the home and school in.
a positive relationship. A' smal booklét containing
information of help in planning for their children over
the summer was given to the parents at the end of the

year. It also listed the various services that were avanlable L

to the families—welfare and recreatrdnal ,
The interest of the parents in the program was
evidenced by parents’. appomtments for conferences,
health examinations far their children, or with the Social
Worker. Several parents partlcnpated in_the program as an .

. aide to the téach. r in the group or on trips, Parents were

anxious to discuss-their children and the nursery school
with-the teachets. Parents took respons:b;hty for follow-
ing suggestions made by teachers andfor the social
service staff for helping children at home or functioning
mére effectively as a family. Many ‘parents referred
neighbors to the nursery to enroll thelr children.

A social worker and four hoine-school coordinators
were employed to offer social services to the parents and
children, .

The duties of the Soclal Worker included offering
casework services to familles with special problems;
helping them use.community resources, interpreting the
goals Of the educationajpand social service aspects of the
Nursery School Program to the community,

The Home-School Codrdinators, were people who
lwed%)::e neighborhood of the school. The selection of
neighbdshood people was based on the assumptions that:
(1) the parénts would respond better to sonfecne from
their own neighborhood and (2) they would know and

~ understand the people and the problems better than an

outsider, One Home-School Coordinator was a graduate

student in guidance and counseling. This was an explora-~ -

tion of the effectiveness of using students in such areas.

The Home-School Coordinators’ ‘major function was
to help establish a close refationship between' the nursery
school and the ,families through home visiting ,and

- helping families with housekeeping and management

problems.

A health program was infstituted to secure physical
examinations, immunizations and treatment. During the
school year, it was noted that several children had eye
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' problems and each was handled on an individual basrs

- follow prescribed ways.

e

~ e
3

contact
parents.,
The- program .was a

Durmg /?r school year, the Social Worker had difect
t

traditional one which was

' concerned more with the child's curiosity for discovety,

and’ with the child's creativity stressing. the warm,
nutturant, personalized handling of the child by. his
~teachers.” An emphasis was placed on developing a

h several social-agencies regarding servicgto -

: e ¥ . L :
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educational lnterventron on the lntehectual and socio—\
erhotional deve!opment Three diffevent types of meas-
ure$ were eraployed to assess deve!opmen\in the area of

= intellectual functioning: standardized inteﬂlgence tests;

measures of academrc achievement, and’ 2 measure of

PYRIE 2 |

" cognitive style. . . _ r g

Standardized Tésts of Intellectual Functlonlng
The Stanford-Binet lntellrgehce Test (Yerman, L. M.

program geared fo each child’s readiness rather than . “and Merrill, M.A., 1960} and the‘'Goodenough Draw-A-
.premature introduction of concept and practices in skills 7 Man Test (Goodenough F. L, \96‘2) pere administered

which, mlght have a negative influence on the child’s
mterest, cooperatron and attitudes. The program ‘at-
s tempted to. establrsh a proper balance of self. JInitiated -
‘arfd structured activities. The structured partof the

program was designed to extend the child’s knowledge
of the world and” help him develop -the kinds of
percepfual discriminations and foundation - skills that

would facilitate his readiness to benefit from educational

programs when hé enters formal schooling. The content

- of the program concentrated on training in language

facility, auditory and visual discrimination, listening and

’ -paying a“tt?htion conceptuallutron Jinformation about
the environment;. motor coordmatron and controf, and

self-esteem. o . U

In all, the | program wa; childcentered in the sense
that an adu|t provided the child with opportunrtles to
"~ choose fgom a variety of learning resources, and learning
was shaped around the child's needs and preferences. The .

adult acceptgd and “appreciated divergent reactions of

" the child and permitted the child, to" arrange his own

individualistic sequences rather than urglng the child to
{

In addition to the intensive planning and inservice
training, thé program, was characterized by a great deal
of dedication ang enthusiasm on the part of the teaching
staff -as well as the four principals of the schools in
‘which the program was carriedout. ¢ .. .,

The_kindergarten program was a cohventional educa-
tional program. Although. the educational philosophy of
the supervising staff wis exactly the sante as prevailed in

the pre-kindergarten program, the ratio of one teacher to.

thirty children and the sharply reduced supervision and
opportunity for daily planning made it extremely
difficult to lmplement a child<entered program.

. GENERAL METHGDOLOGY
Measurement , “

&

- gence Test is ma

" items % high emphasize equally ‘a variety of dimensions
of int

-annually to e3ch chiild from nurse; f0 the end of the
Tourth grade. The threé tests wgrq&elected to obtain a
broad base of Intellectual functioning for the evaluatlve :

study of the impact of early educational intervention on :

intellectual development, The Stanford-Binet Intelll-
up of a comprehenslve battew of -

ectual, functioning, e.g., verbal and- nonverbal,.
comprehenslon and expression, inductive and deductive:
reasoning. This test is designed in such a way that it is
extremely difficult to extract specific dimensions of
mtelle?(ual functi w thout- violatjng theassumps -
tions underlying their measurement. ~Thus, the strength -
of this test lies |§s comprehenslveness which s In"
accord with its” th oreticdl objective - of obtainlng e
measure of “general” intelligence. The weakness of thls
test results from the fact that it is nqt as suitable as more *
specrahzed tests\for the diagnosis of special handicaps
and for the evaluatron of the effectlveness of techniques
mstltuted 16 overcome such handicaps. The Goodenough
Draw -A-Man Test is prrmarrly a performance measure of-
mtelLrgence A major advantige of this test Is that it does -
-not require verbal skills on the pm of the festee and asa’
measure of intelligence it is probably less effected by the

-~ cultural differences and educational Background of .the
- child -than. vesbal tests of intelligence. Moreover, the

" Goodenoligh Dr%w -A-Man Test also involves visual moto?

. coordination which is particularly important at the

earlier age fevels and implications for self-image which is.
particularly |mportant in“the study of disadvantaged
« minority groups.. Past studres have shOWn that the
-Goodenough Draw A-Man Test Is suff'clently correlated
‘with the Stanford- -Binet Test to demonstrate its validity,
but the correlatioris are not so high_ that the two tests
cannot be mnsrdered to measute: different aspects of

.. intellectual functioning. While. the “Draw-A-Man Test

measures primarily expressive intelhgenCe the Peabody

A major objective of this study was to employ . Picture Vocabulary XTest measures essentially receptlve’

18 '
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- “multiple criteria in the assessment of the impact of early 1 rntenlgence Althougr this test is legs well standardrzed

1

-



v:_;;than lhe StanfmdBmet or Goodenoudl Test it hastbe

. advantages of being very casily administered, it gan be
" given by nonpfofesslonal personnel with a minimum of .
training and it bas been used widcly in evaluative studies
of educational programs for disadvantaged ch:ldren

Academk Achievement : ?

Anotbef diagnostic method of intellectual function- -

, lng was bised on academic achievement in the classfdom
- from the first. through the fourth grade. Classroom
- marks were obtained annually for each child from the
- files of schdol records. It has often been pointed out
- that teacher grades suffer from the fact that they are not

" standardized and that lhey ar¢ greatly influenced by
- suhjective impressions and otbsr factors irrelevant for an
.. oblective appraisal of the child’s academic achievement. "
Neverthieless, the present writer considered dassroom
- grades ‘important and valuable information. First, a
“classroom grade constitutes tangible evidence to -the

- child and his parents of his academic achievement and

. therefore, functions both as a criterion -as. well- as
motivator for his subsequent efforts in school: Secoodly,

the fact that children transferred lo as many as eighty ~

~ different schools in which teachers had no knowledge of .
the time the child entered school made. the information
*. onclassroom performance an unbiased, conservatwe, and

" therefore potentially. valuable measure in our study

; Cognmve Style

A third and rm\t«ne of intellectual fu'n‘ctioning
wad b on Kagan's test for Matching Familiar Figures

designed to assess feflective - and impulsive cognitive
“styles (Kagan J., 1965). This test was administered
during the fourth grade to eighty- -five pefcem of the
onglnal sample of our children.

Measures of Socio-Emotional Functlonmg

As in the case of mtellectual functioning, we at-

- tempted to - obtain a wide range of motivational and
socuoemotlonal measures in order to assess the impact
qf early educauopal intervention in this area. Some of

.. : these measures were based on the child’s functlomng in

- the test situation, same dealt with the child’s reaction 1o

other people i in the educational sijuation, othess dealt”

_with  the child’$ attitudes and-emotional reactaons to
. academic pursuit and his own perceived level of success
. and failure in this area. Some of the measures wefe

obtained during the first year: after. the child entered

schagl, others from four. to six years later when the child
had accumulaled a good deal of experience in the

‘educatlonal situation. In spite of the wide range of:

content. method and time of data collectlon, our
measures of the child’s motwatlonal and socloemotlonal

functioning were all meaningfully rélated to each other - 1‘

- because” they all shared a common reference point,
mmely the child’s reaction to the educational process
and to his perceived role in the classroom as a pupil, a
+ peer,-and an individual in his own right, :

The . child’s reaction to his social and. physlcal

" environmient within tHe classroom was assessed through

systematic ratings of the child’s dependency ofi-adults,
his aggression against others, his autonomous achieve-

~ment motivation, in his interaction With his physical -

environment;. his conﬂkt. in tufnmg to others for
"~ Welp, support, ands a fection easures were

obtained . through repeated ratmgs of ¢ ldfen by two

" “independent observers in "the nursery, rgaften,and
first grade. Each measure involved f opf a seven
point scale. The measures of depend®ncy” on adults

involyed ratings on the fr eqyency and intensity of the
. child’s request¢ for help, fecognmon, proximity, and

. contact_with his teachers or other adults in the glass

room. Akhild’s aggression was measured in terms of the
frequency with which he exhibited threats, defogation,
. physical attack against people and Yestruction of materi-
als in the classroom. Autongmous achievement striving
was measured in terms of the frequency with which a
child initiated activities, tned to overcome obstacles,
tried to complete activities by himself and derived
“satisfaction from wofk in terms of ‘manifest tenslqn
reduction following his ‘achievement-effort. The m
ures of dependency conflict or mistrust consisted of f
~ specific scales: inhibition, indirectness, mcons:stency
within time as well_as overtime in the expression of
_requests for help, attention, ar'ld #ffection from adults.
Details,, feports of the. construction and valldatlon of
these measures have been feponed elsewhere (see Bellef,
1959, 1961, and 1972). .

The dulgs attitude toward !eammg and toward
school as well as hig success in tiis academic effort and in

‘teachers during the first and second grade. The child's:
" motivatioral and emotiona) reactions to thdividual test:
ing carried out by | the research team each year were”

i

kY

-~ refating to his peers were assessed through>ratings by his

assessed 'through a series of seven polnt scales construc-

ted by the present ther for this' purpose, Thé scales
covered the following 'dimensions: cooperative to resis-
tant, involved to umm)qlved low to high persistence,
rigid to flexible, and relaxed to tense. These scales were

applied by the examiner following each individual test-
ing period from nursery through the third grade. Only .
b

14 . 4
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data collected during testing from f'rst to thlrd grade
-were analyzed.

The additional measures in the soqioérf\otional realm

dealf with the maturity of the child's moral judgment

d:ne child’s selfconcept. Both of these measures were
opta ped at Yhe end of the founh grade on eighty- ﬁve
percent ‘of-'the o'ngma! sample The measures of mora\
judgment consisted of elghteen stories adapted from

© ~Piaget’s assessment procedurg for moral realism (Seltzer,

: elghty item quest:onnasre.

A.R, and Beller, €. K., 1969) The measure of the child’s
self-concept was based on the Piérs-Harris Test {Piers,
E. V. and Harris; D. B., 1964), a self-administered

" Evaluation

The outcome of the overall analysls in whlch ch;ldren
enteﬁhg schéol at d:fferent times were compared on the
three standardized mtelhgence tests are' présented in
Table 2 and Figures 1-3. One major finding was that our
three groups did not differ from each other on their

_intellectua! functioning when they enterdd school. at

' four, tive, and six years of age. For both the Stanford-

i/

Binet and the Draw-A-Man tests on which comparisons «

were possible and tested by one way analysis ot variance,

-

the differences between the three groups were not only -

statistically |ns|gn|ﬁcant but also below three points and
within the standard efror of measurement, This finding

has two lmportant |mpl|cat|ons First, it demonstrates‘

that our three groups of children were,not biased with
regarth to their initiall level of intellectual petformance
when they entered school. This is particularly important
since these groups were not assigned randomly at the
outset of the study. Secondly, it can be seen that the
absolute fevel of the child’s intellectual’ functioning
+when he stants schoo! varies as a function of which
lntelllgence tests one uses. On the Draw-A-Man Test,
these children function initially only slightly below the
average for the standardization group, that is, between
.average 1Q scores of ninety-seven and ninety-eight. On
the Stanford-Binet, the average 1Q scores of the children
ffom the three groups ranged from nigety to ninety-two,

that is, at the lower end of the ngrmal range - when
" compared to the standardization group: On' the Peabody

Picture Vocabu1ary Test, the initial level of intelfectual
functidhing was’conslderably more depressed than on
the othér two tests since it ranged from the average [Q
scores of eighty-one to eighty-two for the kindergarten
and first grade groups when they entered school. Thus,

_ depending on the type of test used for generalization

20 e
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one might say that the .initlal level of intellectual
functioning of these children ranged from slightly below
average to considerably below average. The implication’

. of this finding clearly is that any genzralization concern-

Ing the intellectual functlonlng of d‘sadvantaged chitdren, -

must be qualified depending of" the . ‘test Used "to ¢

determine such a level. In our particular case, the two
tests yielding the largest differences are the Draw-A-Man

‘test which is based-purely on performance and yieldsa

high score compared to the Peabody Picture Vocabulary
Test which is a verbal comprehension test involving no
expressive performance items and yielding the most
depressed score. The Stanford-8inet test, which is based
on a comprehenslve battery of both verbal and perfor-
mance |tems yields'an intermediate level of functioning
which falls approximately between the two extreme
{evels yielded by the other two tests,

A second major finding which can be seen from the
data presented in Table 2 and Figures 1 and 3 deals with
differences in-‘the initid! exposure of a child to formal
education, It can be seen from inspection of Table 2 and

Figure 1 that although there was no differece between

a child’s absolute level of intellectual functioning when
he entered school, the initial exposure resulted in a
much ‘larger increase in the level of his intellectual

funcﬁdﬂihg_ when the child entered school earlier rather

than fater, The increase was over six points (92.1 to
98.6) from nursery to kindergarten, dropping to an
increase of over three points (92.2 to 94.4) for the
children entering kindergarten to their performance in
the first grade, and turning to 2 decrease in the children
who entered school at first grade {from 89.9 to 88.6).

These changes were found to differ significantly from.

one another when tested by an analysis of variance fqr
repeated measures (F = 10,98, df = 2/159. p <.01). The

conclusion from these findings is that the boost in the .

level of intellectual functioning resulting from a child’s
initial_exposure to formal eduéauon Is grea.er the earller
the child starts school. :

When we consider next the prolonged |mpact of g

educational-intervention from the time th¥ child entered
school until the end of the fourth grade, it becomes
evident that this will vary markedly as a function of the
test employéd or the dimension of inteflectual func-
tlonmg measured. On the Stanford Binet test,
evident from inspection’ of Table 2 and Figure 1 that
after the anlpai boost, the level of intellectual function-
ing remains réme_ukably stable from year to year,

.
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Figure 1. -Average Stanford Binet 1Q Scores across grades of groups enterlno school at Nursery {N),

Kindergarten (K) and First Grade 11)
{Sizes ~f groups ranged from N-46 to N-58)

|

Similarly, the difference | between the three groups
remains stable with the nmsery chitdren malntamlng
their advantage and the flrst grade children performing
consistently fower than the' children who entered school
before first grade. The dlfference between the three
groups from first to fou‘(th grade was statistically
significant when tested byj’an analysis of variance for
repeated measures (F = 6.71, df = 2/429,p < .01).It

should be emphasized at this point that testing of all
22 ' |

»

e

children was blind and the team of testors changed from’
year to year. The remarkable stability of the test and its
sensitivity to early educational intervention must also be.

- emphasized. Although all children started schoot with

the same depressed average intellectual level of function-

{ing those children who experienced the earliest educa-

tional -intervention reached an approximately average
level of intelligence on this widely used and well
standardized test of intellectual functioning.
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Figure 2,—Average Peabody IQ Scores across grade: of groups emoring sehool at Numry {N),

Kindergarten {(K) and First Grade (1)
(Sizes of groups ranged from N-46 to N-58)
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An analysis of variance carried out on Peabody

Picture Vocabulary [Q scores of children from the first
* 'to fourth grade yielded similar results as those obtained
~from analysis of Standord-Binet |Q scores. Again, we
find that after the initial rise from kindergarten to first
grade, the children settled down to a fairly stable leve! of
intellectual functioning from first to fourth grade.
Although the differences between the three groups were
less marked than those on the Stanford-Binet, the
differences were in_the same direction and statistically
‘significant when tested by an- analysts of variance for
fepeated measures (F = 3.40, dfa2/414 p. <.0S). It s

A}

important to point out at this point that the Peabody
Picture Vacabulary Test which was more economical in
terms of time for administration as well as in the.amount
of training necessary for an examiner to administer the
test yielded essentially similar findings as those based on
the Standord-Binet and correlated between .60 and .70-
with Stanford-Binet 1Q scores; However, as will be seen -
later in this chapter, the Stanford-Binet test ylelded

~much more stable findings, was more sensitive to_the

impact of early educational intervention and apparently
fess affected by cultural factors than the Peabody
Picture Yocabulary Test.

> 2
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Figure 3.— Average ‘Draw-A-Man’ 1Q Scores across grades of groups enterlng school at Nursery (N)

Kindergarten (K} and First Grade (1)
(Sizes of groups ranged from N-46 to N-58)

When we turn to the findings obtained from the
Goodenough Draw-A-Man test,
inspection of Table 2 and Figure 3 that the outcome
differed from the findings obtained on the first two
tests. Although the three entrance groups diffcred by the
first grade on the Stanford-Binet and Peabody Picture
Vocabulary Test scores {in the order of better perfor-
mance the earlier the educational intervention started),
the three groups did not differ in the first grade on the
Goodenough Draw-A-Man 1Q “ores. In contrast to the
stability of performance over time on the Stanford Binet

and Peabody Picture Vocabulary, we fi nd a steady’

overall decline in Goodenough 1Q scores from first to

M

it can be seen from.

fourth grade. This overall decline was statistically signifi-
cant when tested by analysis of variance (F = 26.50, df =
21426, p < .01). Moreover, as cari 'be seen from Table 2
and Figure 3 the decline was proportional to the timing

" of school entry. IQ declined more steeply from first to

fourth grade the later the child entered school. Ascan be
seen from Table 3, the correlation between grade and 1Q
became increasingly more negative the later the child
entered school. Thus, the correlation, of the decljne of
IQ with increasing age was small and lnsigmﬂcant for'the,
children entering school at nursery, farger and srgmﬁcant

“(p <.08) for the children entering school at. kmdergarten,

and fargest and most significant {(p <01} for the children



g

—r

» .,,_/

X}
- - e -~

-

who? eqtered sefipol at ﬁst grade Flnaliy, when the '.vealed an. equally marked but a oonsiderably delayed

declines in' the three groups were compared, the differ- .

-.ence between declines in Group | and Group [l were

found to be statistically significant (t = 1.93), (df=419,

p.<.08). tnsofar as the drawirig of a person can be taken
as a reflection of ‘a child's perception of people anl of

his self-image, these findings would suggest that a later
start in school and continued negatwe educational
experiences in a child’s tife will result in a decline of his
performance on this parucufar task. Such a conclusion
seems to be supported by the fact that this decline is
differential and largest in the group of children who start
school latest and contlnually perform more poorly on

inteltectual tasks than the other twq groups.

/
P TABLE3

DECLlNE IN DAM 1Q OVER:GRADES 1 THROUGH
4 IN THREE GROUPS OF CLHLDREN (GROUP I =
.ENTERING NURSERY, GROUP || = ENTERING

KINDERGARTEN GROUP I = ENTERING *
FIRST GRADE)

Entering S0

Group N b p
L 203 = -2 NS
e 195 .17 <.05
ni 218 © - -30. <.0t

3./N is the number of 1Q scores in a group, pooled.
across first through fourth grade testing.

b. r is the correlation between grade level (first
through fourth} and 1Q.

it is clear from the -foregoing that the employment of

~multiple criteria is extremely valuable in the evaluation’

of immediately prolonged effects of early educational
intervention, especially in dlsadvantaged children- The

- use of single criteria_may easily lead to efroreous of

madequate conclusions with regard to the absolute level
of intellectual functioning of disadvantaged children.
The use of single criteria may also fead to inconsistent
findings with regard to prolonged effect of early
educational intervention over time. In the present study,
we have seen that the Stanford-Binet Test was particu-
larly sensitive to initial beneficial effects of educational

" Intervention in the nursery and in thé kindergarten. In

sharp contrast, the Goodenough Draw-A-Man test re-

effect of earfy educationa intervention, ©
Flnally, the ﬂndmgs presented so far for the Slanford

_Binet and Peabody Picture Vocabulary Tests are in

-

general agreement with findings reported by two other
major intervention studies {(Gray, S., and Klaus, R. A.,
1970, and Weikart, D., 1971). As discussed elsewhere
(Beller, 1972), all three studies show an initial positive
effect ‘due to early educational intervention. The initial
rise is more dramatic but less sustained over time in the
other two studies when compared to our own findings.
This difference is understandable in the light of a lower

initial level of intellectual functioning of children in the

other two studies, as well as diff¢rences in the salience of
early intervention, e.g., a summer program in Gypay's
study, and rural setting of the other studies versus a large

~ metropolitan environment as the sctting for the present
~ study. However, considering the basic objectives of all
three studies, the simitdrities are more impresswe than ;

the dnfferences

Academic Achteveme‘nt‘

Before we turn to findings in this area, it should be
" reiterated that children were distributed over as many as '

eighity different classrooms by the fourth grade.

The report of our analysis of academic achievement
will "be limited to five major subjects: arithmetic,
reading, spelling, science, and social studies. Marks were
available for arithmetic and reading from the first to'the
fourth grade and for spelling, science, and social studies
from the second to the fourth grade. Findings weré

analyzed separately for boys and for girls since consis-.
tent differences occurred between the two grolps in -
comparisons between children who entered schoo! ear-

lier and later. The findings for the girls are presented in

Table 4. As can be seen from inspection of Table 4, the

' fndmgs’are all in the predicted direction for each of the
" five subjects from grade one-through grade four. An

analysis of variance for repeated measures yielded

significant differences between the three groups through- -

out alf grades (p <.05, or p < .01) for reading, spelllng.

. science, and social studies, while the difference ap-

proached signfficance (p < .10) for arithmetic. It is also
evident ‘from inspection of the data that aithough the
differences between the three groups of girls decreased
by the fourth grade, the order remained consistently in
the predicted direction, that is, with girls who had

entered school earlier ahead of glrls who entered school -

later, Lo

»

. 25



VT ‘ ' k TABLE 4 R £
S AVERAGE MARKS FOR THREE GROUPS OF GIRL§
SO (GROUP t = ENTERING NURSERY, GROUP || = ENTERING ,
_ " . KINDERGARTEN, GROUP Il = ENTERING FIRST.GRADE) g
. IN ARITHEMETIC, READING, SPELLING, SCIENCE, AND
SOCIAL STUDIES FROM FIRST TO FOURTH GRADE.

Time of Entrance ; - Grades _ .
AGrgups N st 2nd 3rd 4th Average
, . _ -
_ Arithmetic .
| (19) 6496 6362 6513 65087  53.64
" © (17) 8392 6120 61.29 6045 5162
i ’ (18) 4772 4699 4821 4793  47.63
Reading _
| {19} 5586 6513 6482 6178  64.35
I (17) 5349 6102 6214 . 4967  61.55
mo (18) 4898 4476 4423 4744  46.35
Spelling
| “un 412 -394 400 4.02,
n. (16) 366 - 38 = 388 3.77
Hn - an . 2.82 2.04 3.00 2.92
Science
L (17) ‘366 - 383  -341 363
I 1e) RS- X 319 294 3.14
n (19) - 2.65 3.24 294~ 294 ’
Soclal Studies
& ) .
N (19) . 3.76 3.35 3.69 3.67
" (16) 3.38 3.31 3.26 3.31
1] ‘ _ {17 2.88 3.12 300 300

- The findings were much fess consisfent for boys
than for girls. As can be seen from lnspecuon of
Table 5, the major difference between groups was

the superiority in_marks for children who had preschool
as compared to children who had no preschool. Among
the preschool boys, the kindergarten group was con-
“sistently ahead. The magnitude as well as order of
difference varied from year to year much more than
was the case for girls. The three entrance groups of

26

boys differ significantly (p. <.05) on spelling and
approached significance (p <.10) on reading and social
studies.

* One might conclude from these findings that the =
effects of early “educational intervention of disad:
vantaged girls appears to have been consistent and
prolonged through the fourth grade. The findings for
boys, although generally in the predlcted direction are
fess marked and less consistent.



- TABLE §

f . \ AVERAGE MARKS FOR THREE ‘GROUPS-OF BOY§ » = o b

(GROUP | = ENTERING NURSERY, GROUP Il = ENTERING C
KINDERGARTEN, GROUP I = ENTERING FIRST GRADE)
IN ARITHMETIC, READING, SPELLING, SCIENCE, AND
. SOCIAL STUDIES FROM FIRST TO FOORTH GRADE
‘ Time;:_of.Entranoe . ““Grades ) ,
‘ Groups "N st 2nd - 3d 4th Average
‘Arithmetic
i "(21) 5428 52.67 _ 51.74 4864 5183
n (17) 66.49 65.20 54.43 48.87 63.76 '
mo : {14) 46,90 51.86 48.77 4864 49.04
, ~ Reading
[ {21)  49.88 52.78 51.27  47.43 60.34
I -~ (11 6418 6622 64.78 61.90 54.02
m (14)  45.04 49.67 - 50,43 46.49 47.91
. " Spelling
P (21 3.67 - 3.48 3.06 3.36
[ : 19} 4.00 3.78 . 3.58 379 .
I . (13) 2.92 262  2.69 2.7
~ Sclence
| ‘ @n 343 . 324 3.14 3.27
I . (19) 374 + 368 3.63 3.65
in 413) 308 . 323 3.08 313
Social Stud_i;s o
|, 21 3.52 3,24 3.33 3.36
" _ . {19) 3.79 3.68 3.47 3.61
mo o (13) 3.15 3.00 .2.77 297 <

Mbtivational and Socio-emotional
Functioning of Children

. In order to assess the impact of early educational
intervention on motivation as well as on achievement,
teachers Jin each ctassroom were asked to select two

extreme groups of-three children each who manifested
best or worst alf;tudes toward study and learning, most

positive versus-most negative attitudes toward school, ..
* only academic achievement but also the child’s attitude.

and who were most or least popular.among other
4 - ’

’,

ch«ldren After the teachers had selected such groups

who often contained children who had not been part of
our study, we examined the groups to find whether
children from our study were included in thé two
extreme groups. These data were collected only during

the first two grades of elementary school and the -
“outcome of the analysis is presented in Table 6. It can be

seen that early educational intervention affected not

27
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toward learning and toward school. In both areas, the terized by the worst or most negative attitude toward
three groups differed significantly from each other with  “learning and school, Early educational mterventlon did
the children who entered school at nursery age bein, hot affect a child!s popularjty among other children,. at .
most frequently represented in groups characterlzed as least as perceived by the teacher. We shall see later that * )
having the best attitudes Yoward learning and school,” - this” item Yid djffergntiate between groups on a self
and conversely least often represented in groups charac- “concept test gwen in the fourth grade.

TABLE 6

RATINGS OF PUPILS' ATTiTUDES IN FIRST AND SECOND GRADE FOR THREE.
¢ “'GROUPS OF CHILDREN {GROUP | = ENTERING NURSERY, GROUP Il =
ENTERING KINDERGARTEN, GROUP III = ENTERING FIRST GRADE) ' :

_ATTITUDES GROUP - FREQUENC*ES CHI ) DF P
- ’ {Best) (Worst)®  Square :

in First Grade

1. bestys.worst - | 9 2 ' -
attitude toward . n -4 5 907 2 , < .05
study and i i 1 . 7 ‘e . :
fearning .

2. most positive vs. i 6 2 : :
most negative I 6 2 6.0t .2 - <.,06
attitude toward i 3 8

school R

3. . most vs. least l
-popular among i 5
other children’ ’

[+,]
N

2,70 ¥ N.S. -

{n Second Grade -
1. bestvs. worst S 17 A - © !
attitude toward - 1} 12 . 8 '8.88 2 <.05
sudyand . W8 13 e
’ learning - . _ Sty : <
‘_ 2. most positive vs. ’ i .15 .9
most negative w13 4 - 620 2 <.05
attitude toward 11l 6 11 c
; school ‘ :
4 *e ' . .
Bh 3. mostvs.least | 12 9 : :
' popular among n 5 5 1.12 2. NS
‘1 other children =~ .1l 5 8 :
28
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In order to get a broader assessment of the ohrld s

reaction to” the learning situation, we also obtained -
' measures of such reaction in /individual situations in

which the research téam carried out Intelligence testmg,
The children’s reactions in these situations are presented
in Tabie 7. 1t can be seen that. children with préschool
experrence, that is Groups | and_Il, were consistently
"more_cooperative, more mvolved more persistent in’
“their effort, and more relaxed in the test situation than
chrldren who had nerther nursery nor kindergarten

y 0

experrenCe These differences were srgmﬂcant for coope’

eration, involvement, arfd persistence (F =
2114, p<.01; F = 5.33, df = 2/i 14, p<Ol; F =3.42,4f"
= 2/114,p<.05 in that order) The differences between
ehtrance groups on relaxed versus tense, although in the

‘ predrcted direction, fell short of significance (F = 2.26,

= 2/114, p<.15). The measure of rigidity and
ﬂexrbrlrty apparently varied In°a very complex way
which does not lend itself to a simpie generalization. In
all, our findangs show that earlier or belated educational

. N TABLE 7

RATINGS OF-REACTIONS TO BEING TESTED ON
INTELLIGENCF TESTS IN THREE GROUPS OF CHILDREN -
(GROUP I = ENTERING NURSERY, GROUP Il = ENTERING - N "
KINDERGARTEN, GROUP 111 = ENTERING FIRST GRADE) _ '
FROM FIRST THROUGH THIRD GRADE

. Grades .
, ‘ Entrance Groups N st 2nd 3rd Average
X (7) premwe to Resimnt (1) ,
. ] 200 65 66 . 62 54
no- ‘142 86 6.5 566 - 65
oMMl . - {49 B ‘44 " 4.4 46
* {7) involved to Uninvolved (1)
| / 299 47 4s 4.8 47
It (42) 6.1 45 4.6 47
- o (49). 42 38 39 39 .
. : S T ; _ _(7) Persistant to Nonperslmnt(ﬂ
K (20) 38 42 . 39 a0 - .
oo (42) 42 4.0 4.4 4.1
K (49} 34 33 36 . .34
~(7) Rigid t Flexibla (1)
o, (290 42 4.05 43 42
Y A | B 42) 42 36 37 38 .
T (49) 42 43 48 41 S
; . . (7) Relaxed to Tense (1)
d IR 29 41 4.7 4.0 43
iloon (420 42 46 42 - ¢+ 43
o o149 3.7 39 38 38

6.25, df =

v



intervention affected, significantly, not only academic
“ a‘cZnevement but also children's attitudes towarg learning

d. schoo! manifested
motivations to achieve and thelr emotional reactions to
indlwdual testing.

" We shall now turn to our findings based on measutes
of dependency; aggression, alitonomous achievement
striving,.and dependency conflict which were obtained
in the classroom situation for children in the nursery, in

kmdergartén and in the first grade. Although the brief

discussioh which follows is not directly concérned with
- the issue”of the impact of early intervention, it is
introduced at this point to provide a better understand-
ing of these motivational vanables

. The interrefationships between motivationa! measures
are presented in Table 8. Two sets of relationships
presented in this table are of theoretical interest.
- Dependency and autonomous achievement striving were
conceptualized and measured in such a way that they do
not represent oppos:te ends of a bi-pofar continuum.
This means that on these measures a child can be both
dependent and autonomous (or independent) although
the balance between these two motivational factors
within a child may have implications for conflict. As can
be seen irl Table 8, a modest negative relationship is
found in the nursery children betwéen dependency. and
autonomy but this relationship disappears completely in
kindergarten and in first grade. Thus, in the present
study, it. should be kept in mind that dependency
motivation ‘and autonomous achievement striving or
" independence dre not opposite ends of one contintium,
The next relationship wof theoretical concern is that

4

in the classroom and’ their,

>

Yoeoe
<

“between dependency motivation arid dependency con-
flict. The distinction between dependency motivation
and- dependency eonflict is useful in terms of measure-
ment only if the two are uncorrelated. A high negative
correlation between these two measures would mean'
that one would not know whether high dependency
metivation means Iow conflict or whether 1ngh depen-
dency conflict is actually eqywalent to low dependency
ivation. As can be seen in Table 8 in the present
study the two measures are almost entirely unrelated, -
especidlly in kindergarten and first grade. Turning to -

" substantive relationships we find that two correlations

are consistently significant and persist on all age levels,
Dependency motivation and aggression are positively
correlated on all age levels although there is a small .
decline in the first grade. It seems that the child who
seeks contact and attention from others expresses his -
need both in positive ahd negative (aggressive) ways.
Moreover, excessive dependency demand and wishes ar
likely to result in frequent frustration which in turn may
generate aggresslon On the other hand, the aggressive
child who cannot control his impulses is likely to be

-more helpless and elicit help from adults in‘his environ-

ment, It would also seem that the high aggressive child Is
somewhat handicapped in functioning independently or ;
autonomously as evidenced by the consistently negative -
though low correlations between aggression and autono-
mous achievement striving, Finally, the aggressive child
who has difficulty controlling -his impulses becomes

~more conflicted and mistrustful in his relation to adults

as evidenced by an increasing positive correlation be-
tween aggressnon and dependency conflict from nursery |

. TABLES _ ) 9
;  INTERCORRELATIONS BETWEEN MOTIVATIONAL MEASURES
o IN NURSERY, KINDERGARTEN AND FIRST GRADE# !
SR Nursery (N=175) ~  Kindergarten (N =93) First Grade (N = 96)
Motivation 120 3 N 2 3 1 2 3
) 1. Dependency N
2. AAsH# 32° .03 .03
3. Aggression 41°° .38°* 56"° .19 33" .20
- 4. Dependency Conflict .~ -.17®  -.34°° 08 -~ .09  -50*" .25 .07  -70** .30'*

- #Estimates based on targest samples avaitable for this analysis

##AAS = Autonomous Achlevement Striving
‘P05
**p <00
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. to. frst grade This, same finding may also reflect that a
-confligted re!atronshrp "between chitd and adult fails to
result in the’ curbing of aggression. Moreover, depen-
‘dency conflict Has an Increasingly devastating effett on

the ¢hild’s ability Yo function autonomously. This is

evidenced by any increasing negative/ correlation bee
tween’ dependency conflict and autonomous achieve-
mentstriving from the nursery to the first grade

We shall now turn to a consideration of the’ pattern
mg of motivated behavior in the children of our three
“.groups in the first grade. Before we disclss this pattern,
_it is important to anticrpate the ‘later ftndlng, namely

'+ that dependency motwatron“and aggression have very

]

little ‘predictive value for later mtellectual performarice
in these children while autonomousachrevempnt striving
and dependency conflict had high: prédictive power for
the child’s ongoing and fater ‘inteffectual performance.
Returning to patterns of motivational variables, one way
analysis; of “variance was carried out to test differences
between grodps on each of the four motivational
variables presented in Table 9. The three groups differed

signifiantly on ‘autonomous achievement striving gF =«

3 74, bif = 2/93, p<.05), and on aggression (F = 4,59, df

= 2/93, p<05). .Differences betweert=the groups ap-
proaghed significance (F = 2.91, df - 2/93, p< .10} for
dependency motivation, and (F = 2.62, df = 2/93, p <
.10j/for dependency conflict. Looking at the columns in
Table 9, it is clear that the children who have been in

~schpol longest, that is Group 1, are elevated. on all

,‘,,
L _ ‘ :
n " TABLE® '
-AVERAG'E MOTIVATIONAL MEASURES FOR
. . THREE GROUPS OF FIRST GRADE CHILDREN
a ~ . v . o ~ 1’ .
(Group § had Nursery and Kindergarten,
" Group N had Kindergarten, Group 111
had First Grade only.). .
Motivational Group! _ Group I} '&p 1]
Measures (N=31} {N=28) (N=37)
‘ Dependency " 4.30. 356" 372
AASt g " 435 429 3.41
.- . | Aggression T 4.54 3566 344
" Dependency Conflict ~ 3.65 - 395 425

expressive measures, namely depedd'ency, 2 ressiOn,
and autonomdus achievement striving. Simulfanously
the samé childrén ha:e the lowest score on dependency
conflict. or the lowest mjstrust-in tifeir- adult environ-
ment, In sharp contrast Group 11l which started school

latest s depressed on all three motivational variables and’

is higher than any other,group on dependency conflict
ot mistrust in ‘the adult-énvironment. Group I is high on
autonomous achievement strivin "8 and takes an inter-
mediate position between. Groups I and Ul on trust in
the adult enVironment it is-not difficutt to understand

greater trust in.the adult environment of chitdren who

have had one or twd years of preschool expetience %ior.

%0 entesing f‘rst grade. However; the helghtened de

dency and. aggfession jn- the chlldren who"had ‘both
nursery and” kindergagtén experrence may mean more
thin simply increased expressiveness and therefore needs
to be examir..d more dosgly. The fi ndrng of increased
dependency demdnds may, mean that these children have

+ the herghtened autonomous achievement strjvlng and

developed “a closer.emdtional bond with thé teacher -

which replesents a_delayed development of what nor-

‘mally occurs earlier in most non<disadvantaged children
' in our-society. This emotional tie provides the tescher
~ with a greater opportunity to reach "the child, o

socialize him, and to influence him than is possible with
the child who has not yet developed such an emotional
tie. Thus, heightenad dependency might be a positive

srgn that the child is now more amenabit to socialization

+ = Autonomous Achieverment Striving {AAS)

i
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-ana to educational Inﬂuehce from the teacher, rather
than a sign of f‘xatmn at an infantile level of function-
ing The same Inference can be made with regard to
heightened aggression in children who have had nursery
§xperience. Most of these children experience consid-
erable frustration in their daily lives away from the
classroom. Therefore, heightened aggression of these
children in the classroom may mean that they are léss
inhibited in giving vent to their reactions to a very
frustraung life outside the ‘classroom. T psmve‘
meaning of this finding for* the role of the Tchool in

~shaping the child’s future will be more fully appreciated

-

.after havmg reported one of the writer's. most vivid
~ impressions in preschool’ for, deprlved lower-class chil--
dren, &

After training teachers to rate children in the areas of
dependency, autonomous achievement striving and,_ ag-

gression, the writer encountered considerable resistance =

from teachers who come from a simitar backglound as.
their popils \yf I.vrysked to report incidents of ag’gression
Time and asa( he writer was confronted-with the
statement that these children did. not mapifest any
aggression, Apparently, some of these teachers were
reluctant to either pereéive or to permit aggression in
these lower<class? highly deprived children: from back-
grounds which generated considerable frustration ana’
- therefore at least the potential for aggression. The .
difficulty these teachers had in either perceiving- or
accepting aggression in their deprived preschool pupjjs
may have greatly weakened their potential effeftrveness

as socializers of aggression. By denying or, suppressirig * -

aggressive behavior in the nursery or krndergartep, the,

. teacher removes the aggression from the classroom, but-

she also disqualifies herself as an effektive agent in
modifying the child’s ability to cope~With hosme and:
aggressive |mpulses away from the classroom. -

_On the basis ‘of this experience; it may be said that

 the nursery children Who manifestéd more aggresslon in

the first grade were not necessarily less socialized than

their peers who separated this area of behavior from the _

dassroom and thereby removed it from the teacher’ s
influence, The stable and mtlmate,relatlonshrp whHich the
child -with a background of nursery ‘schoot was able to
experience and develop with his feacher had encouraged
him to d|sp|9y a much wider range of all behaviors, even
if they were undesirable, in the presence of this

protective figure whom he had come to trust. In this -

sense, the*heighténed mahifestations of emotional des

‘péndence on the teacher and of aggression represénts a .

.
e
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" in the fourth grade: fir
v the teacher .in the

oo ?
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delayed, posrtive develo ment in deprived .chlldrenf’
which ‘indicates that thesd children have become more
amenable than their peers {o the educational process and
to socralfzauon by the <chool. Together with “higher -
autonom achievement striving and lower dependency
conflict, t at is, inhibition) in the expression of depen-
dency, these changes represent greater se!f-confiderwe
and increased trust in the human environment in those
chitdren who have had the benefit of nursery experieice, -
compared to children wqo were not exposed "® the
educatronal process until tTy entered first grade

Interrefationships Bet een Socio-emotiona) -
‘and lntel!ectual Areas fFunctroning R

In-order . to estimate {the predictive power of the
child's socio-emotional. awd functioning intellectual per-
formance we correlated measures of deperRiency motiva-
tion, aggression, autonomous achievement ‘striving and
dependency conflict ob med in the first grade with
performance on three i telllgence tests . and in five
academic subjects from the first to the fourth grade.

“As indicated earlier, Hependency on teachers and
aggression had very weak predictive power for.the child's
ongoing as well as prolonged intellectual functioning.'As
can be seen in Tables| 10 and 11, dependency on
teachers was entirely ncorcelated - with intellectual
performance and academic achievement in boys. “Al-
though depéndency on ﬁeacher also failed to yield any,
- correlations in girls with itheir performance on the three’
mtelllgence tests, this Larlable had some predictive
power for academic aghi¢vement of girls (see Tuble 1),
It is Interestlng O note that this effect on the girls’*
overall pe;formance in the classroom was delayed to the
fourth grade and otherwise was Irmlted to arithmetic.
W!tll regard to the latter, it is posUe that in this group
of chitdren the girls who accepted a ‘dependent role had
Iess problems in succeeding in arithmétic tasks. Two
comments are. mdrcatei‘ with regard to the relationship
between dependency in the first grade and delayed
overall success in acadef ic achlevement in the classroom
,_ early depehdency of girls & on,
|rst grade nlay have facrlrtated
ucceplance and internallzation of the expectations of the
educational situation, which resulted eyentually in
gr’eater and more successfy] efforts in academic achieve-
ment; second, the f‘ndlr’f?of this defayed-effext high-
lights the importance of longitudinal research | In studies -~
of the impact of early educational intervention.



v TTameo
PREDICTIVE CORRELATIONS OF MEASURES OF DEPENDENCY MOTIVATION OBTAINED

IN FIRST GRADE WITH SCORES ON THREE TESTS OF INTELLECTUAL FUNCTIONING o
, FROM ist TO '4th GRADES FOR BOYS+ AND GIRLS+ ‘

<1 . ' Grades : . }
T Tests gy 2nd 3d. ah) -
" - - Boys
ST " |Binet .14 -03 00 .15 “L
‘ joAam# . .10 w21 . -06 .08
: PPVT# 23 . . .04 " 25
. - . - ] < Gil’l! . -
Binet: Mmoo oa s 28
DAM# -02 -34° .00 06
PPVT# .08 -01 A9 17
: . +For boys, N = 46 10 53 | #DAM = Oraw-AMan Test
NS AT For girls, N= 38 10 43 PPVT = P»bo&y?-ctureVocd)ulatyTen ¥
Pt , . . *P<.05 N
'] ;-
- » TABLE 11
PREDICTIVE CORRELATIONS OF MEASURES OF DEPENDENCY MOTIVATION OBTAINED
. INFIRST GRADE WITH ACADEMIC ACHIEVEMENT BASED ON MARKS IN FIVE SUBJECT
s : AREAS FROM 15t TO 4th GRADE FOR BOYS+ AND GIRLS# .
. ’ Grades .}."
- Subjects st 2nd . 3d  ah |
~ 2 - - _~
| o Bop
Aritbmetic .43 02 04 .20
Reading - 16 13- .00 -05
- . Spelling L 12 00 -16,
. . _ Science R 20 08 -09
* Social Studies - - - 24 04 06 -
» | - e é‘d . ) B /T 7
- : . irfs - N '
Asithmetic . 24 340 a8* s
Readipg A5 - 2B v 21 0 2.3 7
Spelling ‘ 29 © 200 /7 38
) Science - m 08 S s
v " | SocialStudies - < 244 .0 e |
, tForboys, N=341050 e k.08 ,f-
© . For girts, P! = 28 to 38 . : "'p< 01, — )
. - - “ )
. l.
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The relationships between aggression and intellec-
tal’ functioning were also generally weak (see Tables 12
and ‘13) However, there were two exceptlons,,Whlfe
dggression was unrelated to the parformance df girls
on the. Stanford-Binet Test and the Peabody Picture

Vocabulary Test it correlated consistently negatively~ *

with their performance on the Draw-A-Man test {see
Table 12). This finding suggests that ‘aggression in

* these glrls may well have had 2 negative effect in
“ their perception of . people and of themselves. There

is no relationship between aggression and performance

-

- on the three intelligence tests in boys. However, with |

regard to academic achlevement, aggression seems to
have just as delayed an effect in boys.as dependency
had .In girls.since aggression of boys in_ the first grade

._‘Is negatwely correlated with academic achievement In

the fourth grade and not before that time (see Table 13).
Thus, in boys, early aggression may interfere with
internalization” and later acceptanét of the demands

“of the educational situation. Again, this finding under-

lies the lmportance of longitudinal research in impact
studies.

&

v o §
t0N @ ’
’ _ TABLE 12 | _ .
PREDICTIVE CORRELATIONS OF MEASURES OF . A
AGGRESSION OBTAINED IN FIRST GRADE WITH e
" SCORES ON THREE TESTSOF INTELLECTUAL ' o
: FUNCTIONING FROM 15t TO 4th GRADE FOR .
. BOYS* AND GIRLS* L
: , )
Grades A
“ Tosts - 1st 2nd - 3id 4th
’ Boys
' Binet 08 15 03 06
DAM# 02 18 08 17 5
PPVT# 21 04 10 12
Girls
Binet .04 03 -06 -07
DAM# -32° -44**  .39° -32°
PPVT# 16 16 -04 -13

*For boys, N =46 1053
4 For girls, N = 38 to 43

#DA.M = Draw-A-Man Test

PPVT = Pesbody Pictura Vocabulary Test

*p<.06

o <.,01




TABLE 13

PREDICTIVE CORRELATIONS OF MEASUHES OF T
AGGRESSION OBTAINED IN FIRST GRADE WITH ACADEMIC
ACHIEVEMENT BASED ON MARKS IN FIVE SUBJECT AREAS

FROM 15t TO 4th‘GRADES FOR BOYS* AND GIRLS*

A [ .
A
" Grades ; )
‘ Subjects 15t 20d 3rd 4th
Boys
Arithmetic 18 .08 .18 .46**
. Reading -08 12 02 27
, Spelling , .02 -.04 -18 .
Science 0?2 .08 ..35"
Social Studies .04 .06 " .32
" Girls
Arithmetic .07 A1 © .04 .05
Reading -12 1) . -14 - -.09
Spelling -20 -15 -02
Science - 24 .12 -.10
Social Studies .17 ~21 -.06
" +For t.wyis, N =341050
For girls, N=2810 38 N
\
*n < .05 ~
**o < 01

When we turn to autonomous achievement striving in
the first grade, we find a strong consistent and pervasive
relationship of this motivational variable with all mea-
sures of intellectua{ achievement from the first to the
fourth grade in"both girls and boys (see Tables 14 and
15). The predictive power of autonomous achievement
striving is particularly consistent for beys to their

<

. performance on the three intelligence tests, especially

the Stanford-Binet, and in all children te their academic
success in the classroom from the first to the fourth

- grade. However, we encounter once more a somewhat

delayed effect, and this time for girls to their perfor-
mance on intelligence tests which emerges most strongly

. in the third and fourth grades.
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TABLE 14

+  PREDICTIVE CORRELATIONS OF MEASURES OF AUTONOMOUS ACHIEVEMENT
STRIVING OBTAINED IN FIRST GRADE WITH SCORES ON THREE. TESTS
OF INTELLECTUAL FUNCTIONING FROM 1st TO 4th GRADE FOR BOYS+ AND GIRLS+

. Gradas

Tests 15t 2nd 3rd 4th
Boys

Binet 54°* 65" g2°° 68**

DAM# 43°* 62 3t 130"

PPVT# 39 4t a7t oastt
Girls ;

Binet 29 390 astt 4t |

DAM# 30 . .3 46*° . .40°*

PPVT# A7 24 33* A8t

“Forboys,‘N-46to 53 *n< .06

) For girls, N =38 to 43
Sy . . #DAM = Oraw-A-Man Test . )
Lo PPVT = Peabody Picture Vocabulary Test

‘p<.Ol

TABLE 15
PREDICTIVE ‘CORRELATIONS OF MEASURES OF AUTONOMOUS ACHIEVEMENT -
STRIVING OBTAINED IN FIRST GRADE WITH - ACADEMIC ACHIEVEMENT BASED
ON MARKS IN FIVE SUBJECT AREAS FROM 15t TO 4th GRADES FOR BOYS+ and GIRLS+

s Grades ‘
* Subjects w2 7 3rd 4th
Boy‘i‘
Asithmetic 66" a3t 8t . 7t
= Reading 59" © .70t 75" 57°*
Spelling B SRR T 64°*
Science .68°* 33° .70"
:Social Studies 68t 51t \\ 51
i Girls

Arithmetié 76** 74" 72 1,66°*
Re’wing ) . ’ .46.. ~'74l| .67.. 5‘00
Spelling 73 78" 60"
Science , : 65" .36* - 66"
Social Studies BN < by To39" . .68**

. *For boys, N = 34 to §0 6 <.05

Forgirls, N=28 to 38 20 <00

s




TABLE 16

- PREDICTIVE CORRELATIONS OF MEASURES OF DEPENDENCY CONFLICT OBTAINED
~ IN FIRST GRADE WITH SCOR£S ON THREE TESTS OF INTELLECTUAL FUNCTIONING

. [ FROM 1st TU 4th GRADES FOR BOYS+ AND GIRLS+

Ve

Grades _ . '
Tests e 15t 2nd 3rd 4th ‘
Boys )
Binet . -47°% .54** .pB** .50
DAM# 37° At .2 T .23 <
PPVT# 35" - 34 -38*. -40** ' : '
Girls
Binct .32° .39° . .20 .23 :
DAM# .. .18 =32 12 -18 .
o CPPVTH# 11 07 16 .28 :

. *For boys, N = 46 t0 63
For girls, N = 38 to 43

*n< .05
*p <01

~ Dependency conflict in the first grade is also a
powerful. predictor for the child’s ongoing and con-
tinued intellectual performance from the first to the
fourth grade (see Tables 16 and 17). However, de-
pendency. conflict correlates negatively with intellectual
‘performance and academic achievement. The cor-
relations between dependency conflict or mistrust and
performance on the three intelligence tests from the
first to the fourth grade are much stronger and more
consistent in boys than in girls. Generally, dependency
conflict correlates ‘more strongly with academic
achievement than with performance on intelligence
tests . {see Tables 16 and 17). Although the negative

4

3

#DAM = Draw-A-Msn Test
PPVT = Pesbody Picture Vocabulary Test
A )

correlation between dependency conflict and academic ,

achievement are somewhat stronger for boys than for
girls, they are sigaificant and consistent over time with

all academic subjects for both sexes. These findings -

leave little doubt that motivation and socio-emotional
factors in the relationship between the child and his
teaches have a profound and prolbnged effect on'the
intellectual performance and academic achtevement of
dlsadvannged children,

We shali now turn to one of. the most |mportant
findings in the present study, namely, the interacting

- effect of one o1 the motivational variables with the
impact of early educationdl intervention on the-intellec-

[
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Lot * TABLE 17

PREDICTIVE CORRELATIONS OF MEASURES OF
" DEPENDENCY CONFLICT OBTAINED IN FIRST GRADE WITH
/o : " ACADEMIC ACHIEVEMENT BASED ON MARKS IN
‘ FIVE SUBJECT AREAS FROM 15t TO 4th -

GRADES FOR BOYS* AND GIRLSH:

-

_ o Grades
Subjects 1t 2nd 3rd ~ 4th
Boys
Arithmetic 52" 57" 60" .41+
. Reading -.46"" -56"" -66"" .47
Spelling -.48"" -47** 46"
Science -56"" -32* . .65°
Social Studies .54 .48%* -43"
- Girls
Arithmetic et 38" a2t 22|
Reading .27 -46"" 47" -38" o
Spelling -46"" -34" -.33"
Science -49"* ;40" .a7°
Sccial Studies N4t 42" -.40!
*+For boys, N = 34 t0 50
For girls, N = 2816 38 A /w

‘p< .06
**n<.0V

tyal furictioning of the child. Children were divided
above and below median on autonomous achievement
striving in the first grade. Comparisons were then carried
out separately between the three entrance groups among
the high and low autonomous chitdren. The outcome of

these comparisons are presented in Figures 4 and S. Itis -

cleaf from these figures that early educational interven-
tion has a quite different effect on the disadvantaged
child depending on whether he is high or low on
autonomous achievement striving. Children who were
high on autonomous achievement striving in the first
grade showed no differential effect in their performance
from the first to the fourth grade on either the
Stanford-Binet or the Peabody Picture Vocabulary Test.
In other words, high autonomous achievement children
who did not start school untif kindergarten or first grade

38
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continued to perform as well as those who had the
nursery experience both on the Stanford-Binet and on
the Peabody Picture Vocabulary Test. A radically
different picture emerged for children who_were low on
autonomous achievement striving at the outset. The low
autonomous child was greatly handicapped in his intel-
lectual functioning as a result of not having had the.
nursery experience and most handicapped when he had
neither nursery nor kindergarten experiencg {see Figures
4 and 5). The difference between the three low
autonomous entrance groups was statistically significant

~when tested by analysis of variance both on the

Stanford-Binet (F = 5.06, df = 2/44, p < .05) and on the

~ Peabody Picture Vocabulary Test (F = 3.35, df = 2/44, p

<".05). Another finding which can be seen in Figures 4
and S5 is that _the children who had the earliest
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Figure 6.— Average Peabody 1Q Scores of high (H} and low (L). autgnomous achievement stri\ung (AAS) groups
entering school at nursery (N), Kindergarten (K) and First Grade (1}

{Sizes of groups ranged from N-11 to N-20)

eHucataonaI intervention, that is, children in the
nursery group, were least affected by their motivational
disadvantage since the difference between high and low
autonomous: children in their performance on the
Stanford-Binet and Peabody Picture Vocavulary was
both statistically insignificant and smaller than between

{

any other pair of high and low autonomous entrance
groups. In other words, early educational intervention
protected these children from the detrimental effects of
a motivational handicap which is clearly visible in their

" peers who did not have the nursery experience.! It is

important to note that this interacting effect of motiva-

rl

'Parenthetically, this effect is not accounted for by the relation-

ship dbetween autonomous achlevement and intelligence sinte a

40

<imilar breakdown between high and low 1Q chlldren ylelded‘
significant differences between entrance groups both in the high
and low 1Q children.



tion and timing of educational iftervention was not
found for academic achievement in the classroom. In
other words, academic achievement in the classroom of
- both high and low autonomous chifdren was equally
.affected by the timing of early educational intervention.
Since intelligence tests probably constitute a more en-.
during measure of intellectual ability than daily per-

formance in the classroom, this interacting effect of a

child‘s motivation and early educational intervention on

later intellectual functioning deserves serious considera- .

tion.

"The impact of early educational mterventron on
-several additional areas of soao-cmotlonal functiohing
was investigated at the end of the fourth grade: One of .

*
B

[y

the areas assessed was impulse control, Kagan’s test for
Matching Familiar Figures was used to classify children

. as reflective or impulsive. Ascan be seen from Table 18, -

this test discriminated between entrance groups of boys.
Boys with nursery or kindergarten experience had
significantly more reflectives .than boys who entered -
school at the first grade. Conversely, boys who entered
at the first grade had significantly more implusives than
boys with preschool experience. The test did not dis-
criminate between entrance groups of girls. Thus, one -
may- conclude that preschool intervention facilitates re-
flective attitude toward problem-solving in disadvan-

taged bays and that this effect persusts to the end of the
fourth grade . -

TABL‘E18\"A , ' : S,

o) -

DISTRIBUTIONS OF REFLECTIVES AND C
IMPULSIVES IN THREE GROUPS OF CHILDREN - R

{Group | had Nursery and Kinde}gan‘en: Group Il had

Kindergarten; Group |1l entered First Grade)

Y »
Entrance . Boys - Girls :
- Groups Reflectives Impulsives . Reflactives {mpulsives
6 1 ., 15 6 8
" 14 6 8 3
e - 4 13 7 13.
_ x2=10.92 x2 =471
N df=2 df=2 . ,
p<.01 p<.10
+= Based on Kijan's x?st for Matching F‘amiliar Figures ‘ .

A second area of social functioning assessed in the
fourth grade was the maturity of the child's morat:
judgment.
consisted of eighteen stories which had been originally
constructed by Piaget and later modified to measure
_moral realism in children (Seltzer, A,, and Beller, E. X,
1969). An analysis of these data by means of Wilcox’s
- matched-pairs signed rank test revealed that boys with
preschool experience manifested significantly greater
maturity of moral judgment than boys who entered
school at first grade (p < .0S). The test did not
discriminate significantly between entrance groups of

The testr -employed to assess this area -

girls. Thus, early -educational intervention results_in
eventual greater maturity of moral judgment in boys
while no such effect is found in girls.

The third area of socio-emotional functioning deait
with selfconcept and was assessed by means of the
Piers-Hartis Test. The following procedure was used to
analyze the responses of children to the eighty different
items in the test. ltems were selected for comparison be-
tween entrance groups on the basis of yielding a differ-
ence of 10 percent or more between any two ot.the three
entrance groups of glrls Items which did not meet this' -
criterion_were not used for comparisons between the

- 41
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entrance groups. Comparisons were carried out separ-

ately for girls and for boys. The findings for girls are
presented in Tables 19A, B, and C. Inspection of the
items in Table 19A on which the nursery girls who had
most preschool ‘experience responded to most fre-
quently, yielded a clear, ‘'unambiguous profile of a
positive sejf-concept This IS partlcuiarly’lrue for the
first nineteen items. The last four items oh which these
children scored high indicate some apprehensiveness

particularly in relation to academic achievement and--

performance. These four items, however, cannot be said

‘to reflect a negative self-concept, When one moves on to

examine the items 6n which the girls who entered school
at kindergarten age responded most frequently a quite
different profile emerges. As can be seen in Table 19B, -
there Is a sharp contrast and contradi¢tion between the

- first fourteen items and the last five items. One gets the

impression from this profile that these girls have a very
insecure basis for their positive self-concept, When we

. turn to Table 19C which lists the items on which girls

£

TABLE 19A- e .
HIGH PERCENTAGE RESPONSES OF NURSERY GIRLS TO SELF-CONCEPT ITEMS
Groups -
Questions - Nursery ‘Kindergsrten . “ First Grade
' : (N =22) (N= 20) v (N = 29)
I'am cheerful {62) ot .- .85 ) 72
I am not clumsy (64) A 91 80 : 72
n.games and sports, | play instead » ,
of watch (65) V77 ' 65 _ 62
When | try to make something, everything : -
does not seem to go wrong (61) 77 65 59
It is not usually my fault when something ’ v '
"~ goes wrong (13) 73 50 ’ 59
I do not Jose my temper easily (68) 69 , 40 - 45
) ! do not think bad thoughts (78} 100 . 85 « 72
L 1 am well behaved in schoo! (12) 85 80 76 .
_¥ do not behave badly at home (25) 86 . 85 69
| often volunteer in school (42) . 100 a5 ; 6
I do not usually want my own way {39) 77, 65 . 65
{ am not unpoputar (11} 82 65 . 66
" 1 am popular with boys {57) CL 41 30 RS 14
| have many friends (51) 100 90 -
It is not hard for me to make friends:(3) 91 : 70 72
I do not pick on my brothers and sisters (32) a1 7% - . B9
I am an important member of my family (17) 73 45 ' 69
My family is not disappointed in me (59) 91 - 80 83
When | grow up, | will be an important e - ‘
person {9) 95 85 76
I am shy {6) 59 65 41
I am nervous (28} 50 30 - 28 .
1 get nervous when my teacher calls on me {7) - 45 . 30 3
I get worried when we have tests (10) 73 45 59

Grouping based on year entering school.
{ ) Original item numbers indicating position in the test.
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who entered school atest responded most frequently,a
strikingly different profile emerges than that of the girls

who had preschoo! experience. These girls seem to have. ‘

an overwhelmingly negative self-concept. Thus, ‘the
- timing of educational intervention seems to have as
~ marked an effect on the self<oncept of the disad-
vantaged "girls as on any other area of their funcqonlng
These petvasive differences appear to reflect the effect
of cumulative positive academic experiences in the girls

with early educational intervention while the girls who

had a belated start wnthout the benefit of preschool

B

A

L : TABLE 198
HIGH PERCENTAGE RESPONSES of KINDERGARTEN GIRLS TO SELFJ:ONLEPT nems

@

. experlence appeared to have had cumulative n’ega'tivé
" academic experiences (see Table 4). One need also keep
+n mind that until most recently, success in the

educational_field has been a.realistic progpect only for
the lower- class black girl while het. male counterpart had
very little if any reason to look for success in the area of

learning or academic professions, If this redsoning Is -

accurate, as the present writer believes it to be, the very

-different effect of early educational intervention of the
; boys in the present study becon)es more meamngful and
“more €asily understhndable. N

Ly

.
.

LY

T . -

EE 3

o

B . ' . . Groups ——1
“ ‘Questions Kindergarten ’ Nursery -~ * First Grads
S * (N =20) © (N=22) (N =20)
X . e a" LI “. .
lamsmart (8) - o . 85 : 73" 12
| am not always dropping and breaking -
things {75) 80 73 _ 65
. am good in making thmgs wuth . , '
my hands (19) - . 85 - . 68 o, 66 -
fama good seader (70) .90 Y 79
1 can give a good report in front of ’ ’ ‘
the class {30} 90 73 76
I have a pleasant face {43) 70 55 62
* 1 am not unhappy (50) 85 73 72
" 1 do not cry easily (76) 80 - 68 , 66
I do nqt worry alot (37} . 66 . 85 . 7 41
My friends like my ideas {33) 100 - 86 , 2
My classmates think | have good "
7 ideas (49) 90 50 66
%1 am aleader in games and sports (63) 60 7, 38
1 am not different from other h
people (77) - 75 55 48
. 4o not wish | were different (60) . 95 64 . 656
In school | am a dreamer (31) 45 32 i
| hate schoof (45) . ] - 20 9 10
| cannot draw wel! (23) 30 - 18 14
< { am not an important member of my class (27} 60 50 80
| feel teft out of things (40) 45 32 38 -

érouping based on year entering school. ‘
t ) Originat item numbers indicating position in the test.
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S TABLE 19C ‘ -
HIGH PERCENTAGE RESPONSES OF FIRST GRADE GIRLS TG SELF-CONCEPT ITEMS

Iy . v . , ¢ Groups’ i :
‘Questions / First Grade Nursery . - Kindergarten:
' (N=29) = (N=22) . (N=20) |
I cause trouble to my family (14) ~ 24 . g U e 10
1 am always dropping or b{eakmg ’ oL o .
things (76) .. ; 48 - 27 | 20
f am clumsy {84) U -5 .28 . - 9 20 .
I am unlucky (36) 48 -3 40
I am not strong {16) . 697 "~ b5 40
.1 don’t have lots of pep (65) B2 . S 7 N 2%
1 worry alot (37); ) . B9, 7 48 -, 3%
1 am not cheerful (62)° ‘ . 28 - 6 Lo 16
1am not a happy person {2) .27 R o+ 16
Mv tooks béther me (8) < 1 R 18 6
! am.Unpopuitar {11) : <" T S |- I , 3
iam not popular with boys (57) 86 ¢ -89 70
1 am not popular with girls (69) 28 , 9 104
It is hard for me to make friends {3) : 28 .. .9 ' 30
" My friends don't like my Ideas (33) ) 2 N [ . 0
| am among the tast to be chosen for e
a game {46) ‘ " 69 oM, 40
-People p»ck on me (68) . : 45 . - 37 7 26
. Iget into a lot of fights (56) Ty 33 14, - B
I have bad thoughts.{78) 28 -0 ' 15 .
t dislike my brother (72) 34 18 16 °
~ | pick on my brothers and sisters {32) '\ 49 -9 - 2
| behave badly at home (26) <) B Jda 16
My parents do not gxpect too much of me (38) 24 : 49 ‘ 3%
In games and sports | watch instead of ey o,
play {65) ‘ 48 o3 - 3%
When | grow up | will not be an important ‘ . M
person (9) 24 ‘ 6 15
I do not volunteer in school {42} 24 .. 0 j 5
In school | am a dreamer {31) . 83 68 ~ 55
. 1 am not shy (6} 41 < e

Grouping based on year ¢atering school.

{ ] Original item numbers indicating position In the test.

*

When we turn to Table 20A, we find that Boys who
benefited from carly educational interveption of both -

nursery and kindergarten present a more differentiated

44 o
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~and realistic selfconcept rather than the generalized

~s

- positive sgif-concept we found in the nursery girls'(see )

Table 19A). The, first five items reflect a posntwe
selfconcept and Fceptance of self, a preference for one’s
own group and its values such as.music, and for an actiye
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participatiod in the group. The second five items {6-10)
_are negative but they occur much less frequently than
- the first five items. In fact, one gets the i impression that

some of the items in this second cluster are responded to -

more realistically by these boys than for example by the
boys who had no preschool experiences and who almost
completely deny some of these items as applymg to
themselves. One might say the opposite applies to the
third cluster of five items, ie, 11-15. These items
) represent superf‘mat and slereotyped positive character-
istics WhICh are' responded to with much greater reserva-
; PR

e

™~ -

H

tion by the nt'hsery boys tha others ‘who did not have L
the benefit of this early educational intervention. The

*same may. be said with regard to the last five items of
Table 20A. These itemis were aiso responded to with
‘more hesitation by the nursery boys than by the other’
two groups who appeared to be quite unrealistic in their

* almost pneritical acceptance and ¢claim to gelf- -applica-

tion of these item{. Thus what . emerges for the nursery

- boys' is a dnfferenuated resérve and more realistic

selfconcept than in the boys of the other two entrance
grouus

- L YABLE2bA : .
HIGH PERCENTAGE RESPONSES OF NURSERY BOYS TO SELF- CONCEPT/TEMS .
. : N € Gr‘opps»-'
', Questionin '\ Nurery  Kindergarten First Grade .
’ (N=27) - '+ (N=23)" - {N=22)
. ” - Ead -
I'am cheerful (62) .. L , 81 14 73
I fike being the way | am (18) 96 83 86
| am good in music (24) . 85 74 68
I'd rather work in a group than alone (71) 67 67, .65
In gamés, I'd rather play than watch {65) 78 . 81 . B0
I wish | were dlfferent (60) o ) . 44 26 23
I do many bad thmgs (22) ) 33 2 14
| am not a leader in *games and sports (63) 89 | . 39 4
| often get into trouble (34) 52 ., ' B9 R
| fose my temper easily (68) 56 35 32
| have pretty eyes (29) ;S 37 68 69
| have a pleasant face (43) : 44 78 64 -
-1 have nice hair (41) i . 62 81 59
1 am good looking (54) & e 83 8
Lam pOpuIar with girls (69) .37 57 69
. When | grow up, | will ba an |mponant . o .
" person (8) . .81 ] 91,
I am good in my school work (21) 74 - 9 91
| can give a good report in front of ¢ o,
the class (30} 4. 83 82
My friends like my ideas. (33 70 83 . 7.
1 am a leader in gamas and sports (63) 41 - 81 55

P . T v

Grouping besed on yesr entering school,

( ) Original item numbers ihdicating position In tho tm. ’




When we turﬁ to Table 20B-We find that the boys
®ho ‘entered schoo! at kindergarten like their female

-counEerparls presenta sharply confradictory self-i -image.
- The first eleven |tems -are not only very positive but

show "uncritical “acceptance of stereotyped charac‘er—.

istics such as. having, ,glce hair, a pleasant face, aﬂd‘tge,lng.

godd’ fooking.- However, when we inspect responses to
the lasf siv items, we find that 3 strong dislike ofischool,

<

-

. N

Y
*

| contradlctlon of the earlier "my frlends like my ldeas

by the tater statement “my c!assmateg,don t think { have
good ideas” and altogether a strong feeling of rejection
which puts into question the acceptance of eartfer
statements by the same boys mdlcatmg acceptance by .
peers and family. It.almost seems that these boys have
had enough of a head start to asplre 1o success bup lack

the emotional basis for supporting such asplrattons

~

. . TABLEZOB ’ "

- '

{ am notalways droppmg or breaking
things (76}

4

- 19
I hate school (45)
.Inschool | am a dreamer (31)
My classmates don’t think | have good
ideas (49) /|
My family is disappointed in'me (59)
I am not popular with bays (57)
< I feel left, out of things (40}

';\ . " HIGH PERCENTAGFRESPONSES OF KINDERGARTEN BOYS TO SELF CONCEPT ITEMS
. N o ! Groups '
Oyestions " Kindergarten “ Nursery _ - Firit Grade
I (N=23) IN=27)  ° . (N=22)
I am smart {5} 87 70 o
I am strong (15) . o 83 70 o+ B9
" 1 have nice hair (41) - 91 62 69
| have a pleasant face {43) s . 44 ( . 64
i am good tooking (54) - 83 _ 52 ! . 59
t am a good reader (70) 91 74 s .13
My friends like my ideas (33) 83 10 ‘ ) 77
I am not disobedient at home 138) .. , - g3 . 714 B
"I am not slqw in finishing my school work {26) " - q& . 67 ‘55
It is usually not my faGit when somelhmg - LN \ N
goes wrong (13) ' v ‘ o

59 - . 64

cooee P @

26" _ 15 B F:

48 30 ’ 27

. ? ‘
48 37 27
26 15 14
2 38 e 26 23
3 43 33 . 36

46

Gmu;?ing based on&ear entefing schoot,
{ ) Original item numbers indicating position In the test,

~ [

-

R ] :
Finally, Table 20C which deals with statémehts
responded to most oftenly by boys who did not have the

- benefit of any ‘preschool experience reveals a more
> passive selfconcept in which . denial and defensiveness

play a major role. For example, the first ten items give

3

.

the impression of an attitude “everything will be all

right, don't worry.” This is particularly true of items
such as “i_am a good person;” “I don't think bad .’
thoughts;” *t sleep well at night;” "' do not want my
own way;" and “I'm not different from other people.”

>
~




These are qot posmve a;sertlve self«:harac;eristtcs This
impression J further supported by the acceptance of such
negative items as | im unlucky," “1 worry a lot;" I am’
hot strong;” “In games and -sports, | watch instead of -
play.” This profile is certainly not as devastatmgly nega-

tive as the proﬁ!e of tbe girl colinterpart whb also did ¢

. N
- N . . toe
2 . ‘: .

U not have the benef’ t of any preschool education,, Thys,

. one might, conclude whlfe éarly eduéational intervention °
¢ hasa simpler,'more’ perméatmg effect on the se!f«:oncept

of the lower class dlsadvantaged girl, the benefit of pre ]
school education is more complex But not less marked in
its e{fects on dnsadvantaged loweg class boys.

.'n ) M , ﬁ.’ { o . 4". N . C
L RN T TABLE 20C . '
HIGH"PERCENTAGE RESPONSES OF Z)RST GRACE BOYS’TO SELFCONCEPT ITEMS s
h . ? , | Graups o .
'Quoﬁions e vl First Grade Nursery . Kindergarten
y s R " (N=22) (N=27) (N=29) "%
‘un'hagood person {80), N / % . TR 8
;i don’t think bad thbughts (78} . . /" e, -- 86 74 N
. l ‘do not do many-bad things (22} A ‘ 86 67 . > 72
| sleep well at - tght (44) : S . BEANNE ) 8 g i 14
) usually do not w 'aq: my own way {39) / - . 82 37 SR -
., 1am not clumsy {64) : . / o 86 118 . .74
I am not duhb abput most things (63) '\ * ) N 87
I am not different from other people (77) 2 , s.m - 48 .|
I don’t wish | were different (60) ~ - f n . 56 \ R L
|- tédman 1mportant member of my class (27)" .59 48 44
S — s ' o .
- Idmunlycky (36) 4> ST 41 33 39
I worry a lot {37) " . e < 59 4 - 43
‘). . 1am not stropg ('15) ot : . \._4,1 130 17
&]  1em not godd in muslc (24) : ", 32 2 16 < 26
I am slow in finishing my school work-{26) Y., 45 37 n
I get worried when we have tests {10} _ - 59 T 48 7 a8
1 &iYlike my brother (72) -3 g L, 13
| pick on my brothers and sistess (32) 45 AL I N
ln gdmes and sports, | watch m?tead of play {65) \ ' 50 22 . +39 -
—r B . .
~ Grouping based on vear entering scboo) - / f : . N .
"t ) Original item numbersmducmnbpomion in the test. , -~
Lot I"‘ : A ’ " ’ . ) )

SUMMARY AND CONCLUSIONS

The, present study investigated vmmeduate and pro-
longed effects ‘of eatly educational intervention on a
broad spectrum of socioemotional and intellectual
functioning in disadvantaged children.\The study fo.
cusgd “particularly on the lnterp]ay of soc!o-emotlo‘ﬁal

' and intellectual factors in the educational process in
' orgder to throw light on such qugstaon(as : who benefits

\

¥

N ’ 7 . ‘ .
- from early educational intervention and why do some
. children benefit more than others? '

We examined- children who entered school at four,
five, and six years of age. We did not dttempt to find out

~ why some children entered school earlier and others

later. We did, however, take pains to match the different .
_groups on relevant viriables such Aas age, sex, Sqcial class, -
and ethnic identity. We also accomphshed almost total -
- equality between the three entrance groups on the level

4
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of their miel!ectual competence as measured by dif-
* ferent tests when lhey entered the educational prograins,
Thus, we dc feel that our entrance groups were well-

matched on relevant and important variables at the onset
of educational intervention. More importanily, because

" of our concern for the question of who benefits from

early educational intervention, we concentrated as much
on comparisons between children within entrance groups
as on comparisons' between entrance groups. We found a
good deal of evidence for both immediate, delayed, and
prolonged effects of early educationat intemﬁtion. We
aso found a series of factors such as a’child’s sex,
motivational feve! apd trust in the tcachei‘"which
affected: both the dmpact of the ummg of educatlonal
intervention or when a child started school, “and how

much he benefited regardless of whether he started at

four, five, or six years of age. Notwithstanding, the

* importance of our first set of findings;, namely, that the

~ ables, namely; level of autonomous achievement striving,

timing of educational intervcrtion in early chitdhood .

had immediate and prolonged effects on a wide range of
the child’s socio-emotional and intellectual functioning,
our second set of findings, namely, the interpjay of

motivational, socio-emotional and intelfectual processes’
helped us understand the former, and provided specific
and useful information for future ede ¢ itional planaing.”

* The titning of intervention had a direct effect on the
patterning of those motivational and socio-emotional

variables which proved to be essential in the socialization
of orientations toward intellectual competence and

academic achievement. One of these mouvauonal vari-

while itseif affected by, early educational intervention
acted also as an important indicator of which chitdren
suffered most and which least from the lack of preschool
experience. Finally, the child's sex was an important
monitor of the impact of early educational intervention.
Timing of early intervention had 3 more marked,
consistent and uniform effect on girls than boys'in theif

academic achievement and self-concept. For girls, de- -
pendency on teatgh\gts'had a positive effect on theé .,

socialization of academic achievement while aggression

-had the opposite effect in this regard on boys. Pre-

schOol experience had a direct and consistent effect
only on boys in reflective-impulsive reactions to -in-
tellactual tasks and maturity of moral 1udgnems. Early
mistrust of teachers affected boys more consisténtly
lhan girls in lhelr read‘no'ss to benoft from educational
expeciences. -

These fndmgs suggest su'ongy that it might be more

fmltful to channel future_rcsgarch to find answers to the

\ .' t P o \ ) - h . .
_question: whic chlldren benef' t more than others from
“early educational ifiteyvention® ‘than_to such questions as:

Is preschool education necessary? or Does preschool
edi. ation help lsadvantaged chlldren7

’

b

|
'REFERENCES

’Beller E. K. Exp!oratory ;tud.es of dependency. Trans-

actions, New York, Academy of Sclenccs Series |1,
Volume 21, No.-S, March 1959, 414426, et

* Beller, E. K. Research on teaching: owg,amzed progran1s
" in early education, In R, Travers (ed.), Handbook for
reseerch on teaching. Chicago: Pand McNaIIy &
" Company. 1972 {in press). -
Beller, E. K. Dispositions to dependency and" indepen
dence. Presented in a symposium, “Conceptualization
- and Measurements of Needs,” at the Annual Meeting
of the American 'Psychological Association, New.
York City, September, 1961,

- Dunn, L. M. Manual for the Peabody Picture Vocabu/ary

_ Test. Minnesota: Amencan Guidance Service, Inc,
1959,

ﬂ ‘Goodenough, F. L. Measuement of Intelligence | oy

Orawings. New York: World Book Company, 1926.
Gray, S. & Kiaus, R. A. The early training project and
seventh year report. Child Development, 1970 41
909-924, o
Kagan; J. Reflection lmpulslwly and reading ability in
_primary grade school. Child Development 1965, 36
609-628.

Piers, €. V. & Harris, D. B. Age and other correlates of ,

self<oncept in children. Journal of Educational
Psychology, 1964, 55, No. 2,91-95, o
Seitzer, A. R. & Beller, E. K. Judgments of time and
moral development in lower class children. Presented
at the Biennial Meeting of the Society for Research
in Child Development, Santa Monica, Cal'lfornia,
March, 1969.
Terman, L. M. & Merrill, M. A. Smnford—Blnet Intell}-
“gence Scole. Boston: Houghton Mifflin Company,
1960,
Vlelkrt David P., Deloria, Denms J., Lawson, SArah A,
_and Wigerink, Ronald. Longitudinal results of the
Ypsitanti-Pesry preschool project. High/Scope Educa-
tional Research. Foundation, Ypsﬂanll, Michigan,
August, 1970.



-~ CHAPTER 3.

A BRIEF SYNOPSIS OF AN INITIAL
ENRICHMENT PROGRAM (N EARLY

CHILDHOOD

| Martin Deutsch, Elizabeth Tale'po:_'os'. and Jack Victor

INTRODUCTION

The IDS program was established in 1/958, and
represented an- attempt to study the interplay of
environment on psychological development, and to
evolve and develop an enriched and stimulating school
curriculum fot socially disadvantaged children. Over the
years, the 1DS program has evolved into a comprehensive
five year enrichment cumculum, running from the pre-
kindergarten year through the tbud grade. 1 -

The bulk of the program has operatéd within the -

regular public schools in several low-income areas in New
York City; primarily, the classroom enrichment aspects

- of .the program have been located in various public.
schools in East and Central Harle\n and for the first few

years in lower Manhattan. . !

‘The areas that the program operated in, such as
Harlem, are too diverse to describe simply or to char-
acterize as one unit.’In general, thigah\il'es involved in
this pragram live in conditions of ecorlomic deprivation;
in crowded and unsafe housing; in a ;area characterized

_by high drug addiction rates, high [crime fates, low
emp!oyment rates, aid ihadequate heéith facj fities.

The community in which the Instltute operated was

marked by a heightened awareness ( po!mcal social,
~and_educational issues that were related to the educa-

tional welfare of children. Furthermore, in the time
penod covered by this paper, the Harlem community
-was one of the focal points for the development of the

Fi

~ estabtished. For further discussion, see Wilson, 1969.

Fl
v

“Black Liberation Movement.” Particularly in the late

demand increased contro! over their own institutions
and destinies. To cite just one relevant example, one of

Alhe schools in which the lnsutute s classes was housed

was part of a demonstration district that was set up as an
experiment in community control.!

Naturally, the Institute's program has been influenced
by a number of factors which relate to changes within
the host elementary schools and within the communities

1960, the people in the Harlem community began to -

in which the program operated. Over the years, there has -

been a slow, but progressively positive, growth of the .

relationship between the Institute staff and personnel in _

the host schools, as well as between the Institute and
people in the community:that the program served.

When the program first began, many people in the
Harlem community, for example, reached to the IDS

. program with suspicion and a certain amount of hostil-

ity. This ~>n be partly attributable to their view of the

Institute’s program as ‘‘just one more shortlived pro-
.gram that experimented with black children.”

! The degreo of control actually accorded to the communities
in these experiments Is, however, equlvoca!. the degree to whk;h
they have affected the quality of education has not been clearly

AN

AN
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Initially, teachers in the schools also regarded this
program with hostility and suspicion. For them, this
seemed to have been a result of the fact that, at first, the
Institute (for experimental purposes) tried to operate in
isolation from the rest of the school, discouragirig com-
munication which would result in the diffusion of exper-
imenta} curricula to non- dxpenmental classrooms {and
the contamination of confrol groups). The reaction has
beeh subsequently modnf‘ed as the Institute’s program

Jbecame more established and as the interactions between

Institute and non-Institute staff increased. As will be
discussed below, a conscious effort was made later to

extend the 1mpact of the Institute’s program to involve

those in non-fnstitute classes.?

The United Federation of Teachers’ strikes of 1967
and 1968 have also had an impact on the Institute's
program ard on the communities in which it operated.
The strikes resulted in, among other things, a great deal
of administrative confusion within the individual
schools, Tension developed between the communities
and the schoots, as well as among the staff members of
individual schools. Institute teachers, and many of their
colfeagues in ‘nner city schools, did not support the
strikes. Despite this fact, the tensions and confusion
associated with them (both in the schools and the com-
munities) affected the children i in, and the operation of,
the IDS program

Curficulum

The enrichmént program was oragmally detineated so

as to focus ons “four general areas: language development;
concept formatlon perceptual and overall cogmtuve
. development; and self-concept.

Emphasis has been placed on a variety of techniques
and approaches to early learning, including: (1) de-
signing-the physical arrangement of the classroom to
provide a comprehensible and effective learning environ-

. ment for the child; {2) providing self-pacing activities

E

and promoting children’s competence as independent

_ learners through the use of a variety of specially de--

signed auto-instructional games and equipment; (3)
individualizing instruction by tailoring the level of task
difficulty for each child and by arranging small instruc-

tional groups; (4) promoting expressive Ianguage be-
havior through the child's interaction with his teachers ,
cidssmates, and classroom envitonment; () maintaining:
the continuity of instruction by presenting the same
kinds of tasks in a variety of situations and activities
{e.g., introducing the concept of size differences by

_ using different sizes of jars in painting, different sizes of
.blocks, and a variety of learning games that stress size

discrimination). -

A number of technigues and specna! materials were
developed and used in order to help accomplish 1D$
goals. These teaching methods and materials are designed
to hclp children master basic academic skills, assist-
youngsters in becoming independent learners, and help
them approach problems and learning situations with
confidence and with a feeling of competency..Only -a
few examples from among the many materials and tech-
nigues that have been developed and used by (DS (par--
ticularly in the preschool portion of the program) will be
described here. _

" Materials. were constructed for the Language Master
instrument to build vocabulary and the understanding of
Qasic' concepts. Here, a taped voice identified an object
or concept, which is represented by a picture on a card;

as the card (with the strip of . tape attached) moves

through the machine, the pictured object or concept is
exposed as the taped voice states its name. The child
then identifies the object and finally, records his own
voice saying its name. He can the}b compare his designa-
tion and its pronunciation with that of the taped voice.
One of the games which has been developed at IDS is
Language Lotto.® This game.is simitar to standard games
of Lotto, but is used in a way so that it is appropriate
for the children at vary:ng llngmstlc and concepwa!
levels, \ ’
Each game in lhe Language Lotto series has three
possibie response Ieve{s The first level is that of simple
non-verbal mgatching: \The child merely indicates by
raising his hand that he has matched the card to a pic-
ture on his board. The seco\\dyle\el can be described as a
receptive-language stage, in that the caller describes the-
card, but doesn’t show it to t}&players and the child
must match the card to the plcture\bn his board without

AN

_’These efforts were undertaken despite the fact that they
would resuit in diffusion. The Institute’s concern of necessity,
was primarily with service to the schools and communities in
which it operated and only secondarily with the strictness of an
experimental design.
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Aruitoxt provided by Eic:

. .

3The Language Lotto series was developed at th\e\t stitute for

Developmental Studies by the late Dr. Lassar Golkln'%ngserles

of such games ig now Commerlcally available from Appleton\
Century-Crofts, :



- the aid of visual cues, using only the caller’s verbal de-
scription. The third level is a descriptive language stage:
The caller takes a card from the completed board and
the player has to describe the picture that is left exposed
on the board.

Each of the separate games in the Languagé Lotto

series deals with a different level of language ability and
_ with a different type of concept or relationship. For

example, the first game involves the recognition of -

simple .objects, many of which are commonly found
around the classroom. The second game deals-both with
" prepositions and with positional concepts (e.g., matching
pictures and cards of a man under a chair, next to a
cHair, on a chair, eic.). Other games involve the use of
verds (action cards); conjunctions Qhe boy and the girl);
singular and plural {boy, boys); etc. The most advanced
geme in the series involves the abstraction of particular
relationships (e.g., matching a hand with a glove that fits
on it}. ' . .

Another example of Institute-developed learning

materials is the Lefter Form Board. This is'a puzzle-like .

" device that introduces the young child.to the alphabet

initially as a sensori-motor experience and involves him -

in concrete manipulation of the material. As with Lan-
guage Lotto, the Letter Form. Board can be used in
.many different ways, on several intetlectual levels, and
for a variety of cognitive tasks.

. In addition to special equipment and materials, teach-
ing strategies, such as the scheduling of a Quiet Work
Time within the preschool day, were devised by IDS
staff to meet enrichment program goals. During this time
all noise producing activities are suspended, and children

“work with such materials as puzzles, individual fearning -

games, etc, Teachers are able to work on a one-to-one or
~small group basis with children during Quiet Work Time,
“and to guide their learning activities.

In 1970 the IDS program expanded into the grades,
as grade 1 reached the 1st grade level. While the grades
portion (1st, 2nd, and 8rd grades) of the IDS program
have been less developed, the strategies and philosophi-
cal orientation of the preschool program were carried
through.” Separate but related curricula were develrned
for language, mathematics and science, and creative
dramatics. The Institute used many of the published cur-
ricula in these areas (such as the Stern and Sullivan read-
ing programs and the AAAS science materials}, as well as
a plethora of Institute-developed learning games and
materials. Emphasis was placed on the process of inquiry

as well as on skill mastery, with special attention glven
to children's problem-solving abilities and ti.eir facility
in handling new learning situations, while reEnforcmg
curlosity and self-expression. —

Evaluation

The. academic progress of both Institute and control -
children lnvolved in the longitudinal program has been |

“monitored over the 'five-year 'period by administering

both standaréyzed and Institute-developed tests and |
observational grocedures. 1DS experimental children and

their control groups were tested with a wide battery of
measures of ability and achievement, Longitudinal evaly-

ative information was obtained through the administra-

tion of the Stanford-Binet Intelligtnce Scale (Form

“L-M); the Peabody Picture Vocabulary Test; the Wlinois

Test of Psycholinguistic Abilities (with two samples, one
administered to a single sample of experimental and con--
trol children over a period of time, and one administered
cross-sectionally to several subsamples, at the same grade
level}; The Lorge-Thorndike Intelligence Tests (in the
grades) and the Metropolitan Achievement Tests (m the
grades). :
For the most part, trained IDS testers administered
the various instruments (with the exception of the
MATS which were administered by the classroom-
teacher). As qualified black testers were very few in.
number at that time, the Institute testers were predomi-.
nantly white, and of middle class backgrounds The fol- -
lowing is a summary of which tests were administered,

-and at what testing periods they were given.

In addition to data obtained from the administration

~of the wide variety of quantitative measures of ability
- and achievement, more informal qualitative evaluations

were obtained; these included responses from parents,
teachers, principals, and siblings, as well as a sequence of
anecdolal records concerning the progress of children in
the program. Judging from both the quantitative and
quahlauve data available, one can say that, as Individuals
and as a group, the children in the IDS program bene-

* fited on many levels from their enrichment experiences.

Qqantitat'ive Evaluation

For the quantitative section of this evaluation, the
performance of children in the first four waves {each
year a new group, or wave, of children enrolled in the
pre-kindergarten classes of the 1DS program, and appro-
priate contro! groups were constituted) was examined.
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The scores of experimental and control-group children
matched variously for length of exposure to a school
program and for motivational factors were compared.*

The following table is a summary of those measures

: and those -testing periods where significant dlfferences_'

™~

TESTs
Stanford-Binet Intelligence Scale
* " (Form' L:-M)

- Peabody Picture Vocabulary Test

e

The Lorge-Thorndike Intelfigence Tests

Level 1 - Nonverbal Battery
A
Reading Prognosis Test

.

Metropolitan Achievement Tests

" Reading Subtest (Word Knowledge Score)

i A
T ‘.

Metropolitan Achievemert Tests -
Reading Subtest {Reading Score)

Metropolitan' Achievement Tests
Arithmetic Subtest -

(Problem Solving and Concépts Score)

Early Childhood inventories

Body parts naming inventory

Related concepts inventory-

premathematics

Related concebts inventory-
< prescience

Set matching

Shape naming

were obtained by applying Analysls of Variance tech-
nique to the performance on scores for four waves of
children, Experimental children scored signifi icantly |
higher than theijr controls on the foliowing measures:

TESTING PERIODS

~ post-pre-kindergarten
. post-kindergarten

post-pre—kin'dergarten

post-third grade

post-third grade

st grade

2nd grade

end of kindergarten (only
period given) -

2nd grade (greater only
than the ¢C1 group)

3¢d grade (greater only
than the Cy group) -

2nd ‘grade (greater only
than the C1 group)
3rd grade -

. 3rd grade {greater only
than C; group)

All given at the end
of kindergarten

Nlinois Test of Psycholinguistic Abilities '

1961 Version.

1st, 2nd and 3rd

*Many more children and their familles volunteered for the
experimental program than could be accommodated by [t. From
the original group of volunteers, chitdren were randomly
assigned to an experimental and a '‘self-selected control group
{the Css group), This Css control group started school In the
regutar public school kindergarten classes. Similardy, a Ck control
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group was formed, composed of chidren who started school In
the regular public school kindergarten classes, but who had not
volunteered for the program. A C, group was aso formed
consisting of chitdren who began school at the flest grade In a
regular pudblic school. 1




" "Visual Decoding—calls for the

ability to match objects that are

conceptually similar

Auditory Voc.! Association—calls

grades combined

for the ability to associate objects

that are functionally related

Auditory Vocal Automatic—calls for
. ability to handle grammatical forms
Motor Encoding and Vocal Encoding—
both these subtests'tap the ability -

to express oneself

. ~ Ilinois Test of Psycholinguistic Abilities

1968 Version

Visual Reception—calls for ability
to match conceptually similar

objects
Auditory Assocuatcon-cal!s for
ability to handle analogies

1st, 2nd and 3rd

grades combined

Sound Blending—calls for the ability
to pronounce a word when supplied -

with phonemic elements

F

One of the first apparent trends in the evaluation data
concerns thc refationship of the results of the preschool

program to those of the grades program. This trend;--

_'which is a temporal one, is directly related to the history
of the enrichment program, and to the pattern of fund-
ing made available to it. While it was possible to put a
great deal of systematic input in the preschool program
~ {pre-kindergarten and kindergarten}, the erratic and in-

consistent nature of the funding available to the program

as it expanded into the grades did not allow for a repeti-
tion and Continuity of input on the necessary sustained
“basis.

The results of the preschool program are readily
apparent, simply from an examination of the mean
scores and Fs obtained in the Analyses of Variance for
such measures as the Stanford-Binet, and the Peabody
Vocabulary Test {see Tables 1, 2, and 3). In terms of the
stated goals of the program, children improved in their

performance on those tests that vere designed to tap -

general cognitive and language skills.
The results of the quantitative measures administered

to children in the 1DS grades program must, however, be
viewed somewhat more tentatively. The marked differ-

ence between experimental and control children is not as

uniformly present as it was in the preschool years. While
the children did not experience any sevious setbacks, and
mostly performed at or near grade level on achievement
tests, and at or near national norm on inte}l_igence tests,
the dramatic gains of the preschool years were not re-
peated in the grades; however, experimental children re-
mained significantly more advanced with respect to their
age peers in the same schools.-

Another theme that we would like to dlscuss here is
related to the evaluation design |tself, and to the validity

‘of the measures employed. In reviewing these data, there

seems to be considerable question about the appropriate-
ness of a strict experimental design (of Experimental vs.
Control) in this field experiment, and also about the

validity of measures that were not adequate!y standard- ,
“ized on this type of population.

The measures used in this evaluatlon were chosen for
a number of reasons: first, for their merits as some of
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EVALUATION SCHEDULE ~ FIRST FOUR WAVES

“Time of Testing
Group _ . Pre- Post- Post- Post- . Post- Post-
.+ » prékindergarten prekindergarten kindergarten First Second Thid
A {or Beginning of  {orPre-  Grade Grade Grade™
' Prekindergarten) First Grade) ’ o
E Group S-8 S-8 S-B L-T L-T . S-8
PPVT PPVT PPVT MATS PPVT _
RPT {Reading = MATS (Reading
' Subtests) & Arithmetic :
| Subtests) b
{.  Css group S-8 S-8B S-B L-T L-T S-8
PPVT - PPVT PPVT . MATS PPVT
RPT {Reading MATS {Reading
Subtests) - & Arithmetic
: Subtests)
Ck group S-8B S-B L-T L-T S-B
‘ - PPVT PPVT MATS PPVT
RPT ~ {Reading MATS (Reading
Subtests) & Arithmetic
‘ Subtests)
C! group S-B L-T  L-T S-8 B
PPVT MATS PPVT
- RPT (Reading MATS (Reading
“ Subtests) & Arithmetic .
Subtests} '
Legend: '

$-8 Stanford-Binet Intelligence Scale {Form L—M)

PPVT Peabody Picture Vocabulary Test

RPT . Réading Prognosis Test :

L-T The Lorge-Thorndike Intelligencs Tests Level 1
MATS  Metropolitan Achievetnent Tests

the best measures available for fongitudinal evaluation;
-and also for their practicality in terms of time adminis-

tration and financial resources available for administra-
tion. While we have reservations about these instru-
ments, they were the best available at the time, and were

_the most appropriate ones to use in order to obtain base-
~line data and longitudinal evaluative information.® On

certain measures, for.example, the standardization pro-
54

- Nonverbal Battery

cedures leave much to be desired, especially when they ’
are to be used with a black urban population such as the
present one. (The Peabody Picture Vocabulary Test, for -
example, was standardized largely on a white southern
sample in and around Nashville.)

~ SDeutch™ et, al. Guidelines for testing minority group
children. Journal of Social Issués. XX, 129, 145. -
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TABLE 1

MEAN STANFORD-BINET SCORES
AT ZACH ADMINISTRATION

13.98

= Pre-prekindergarten

E Css
Wave N X $D, N X SO
1 31 9619 1162 15 9553 14.89 .
2 70 9307 1127 : 34 9294 1267
3 88 91.63 1153 7 '48 9031 1454
4 86 91,28 1263 32 80.25 1273, ‘
Total 276 9240 1186 129 91.35 1364 .
Post-prekinderganenq k

E Css ’ Ck

Wave N X SD. N X sb. N X $.D.
1 62 10019 1233 40 91.90 1450
2 62  98.89 9.69 45 9129 1252 .58 88.19 12.44
3 67 100.76 -10.76 34 9276 1141 66 92.91 10.73
4’ 69  96.96 1202 23 9270 971 . 56 90.00 14.7¢
Total 260 9917 11.30 142 9704 1235 180 9048 1271
’Post-kindefgénen ‘

E Css Ck ¢
We N X s N X sD. N X :sb N X
1 43 10368 14.02 29 9207 1465 26 9223 1355 30 8653
2. 39 9472 12.75 26 9464 13.77 37 9073 1340 74 80.82
3 55 _101.91 1239 . 23 9052 19.72 61 9484 1345 47 87.64
4 62  99.85 1394 - 20 9520 11.65 53 9119 1219 32 8469
Total 189 100.24 13.64 88 93.00 1513 177 9250 1309 183 84.02
Third Grade . ‘ .

: 7 )

E . §3;¢‘ Ck C,
Wae N X s$D. N X SO N X  sbD. N. X
1 32 9763 1278 . 12 9392 11.62 13 9400 11.90 17" 9429
2 21 9176 1492 13 9123 13.26 19 8632 1087 26 84.81
3 29 99.28 12.31 12 9358 16.22 30 9343 1533 20 90.65
Total 82 9671 13.38 37 9286 62 9137 1364~ 63

89.22
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TABLE 2

MEAN PPVT 1Q SCORES . _
’ AT EACH ADMINlSTRATIQN _ ‘ )
Pr‘e-prekindergarten ) ’
E ) ’ Css

« Wave N X sD. N X sbD.

32 76.16 1608 - 16 7044 18.13

69 6873 1624 32 6772 17.95 : : :
87. 66.87 14.02 50 6264 1373 ’ -
84 ©66.81 1386 30 6493 1356 °

Total 2756 .67.65 1497\ 128 6546 1548

W N -

Post-prekindergarten ' . ‘
E Css . . Ck

i
xi

Wave N X SD. N $D. N $.D.
62 8585 17.95 40 7525 17.95 39 - 76.08 17.
63 81.46 18.91 47  71.77 2057 57 69.09 20.
69 8141 17.65 35 6851 16.69 70 7506 17.
71 78.45 20.22 23 7452 16.74 56 71.56 19.

" Total 265 81.67 18.80 145 7238 18.38 222 7213 19.

W N -

Post-kindergarten

E Css ' Ck : C

[} P ]

Wave N X so. N $D. N

xI

S.D. ‘N

xi
xi

43 90.35 1567 33 8336 18.16. 4 8738 1475 30 77.77
38 8866 17.05 26 84.15 1766 ~ 38 7882 2049 13 71337
55 87.25 1383 - 25 7484 2234 62 8289 17.27 47 - 76.62
62 87.19 16.85 20 80.50 14.26 53 76.47 17.08 31 68.06
Total 188 . 87.76 15.72 104 80.96 18.55 187 81.06- 17.80 181 74,03

HWN -

Third Grade
€ ' . Css Ck C,
We N X so. N X so. N X so. N X
1 31 0039 1288 12 8625 1271 . 13 8615 1055 17 8471
2 21 9095 1288 13 8416 1455 21 89.19 1437 25 8328

3 30 9640 14.40 13 8492 938 30 94.07 17.72 2  g1.o

Total , 82 9273 .13.66 33 856.08 13.83 64 90.86 15.55 : 64 ~85.25>“/

KT




SUMMARY OF ANALYSES OF VARIANCE ‘ ‘ %

Testing Period

I

Pre-prekindergarten
Post-prekindergarten
Post-kindergarten

Posti THird Grade

Stanford-Binet IQ Scores

F ratio for Wave 2.99 (p .03) -
. B F ratio for Subject Group—1 (non s&gmflcant)

. F ratio for Wave=.51 {non- 5|gn|f|cant)
. ; ‘ F rano for Subject Group=31.82 (p 0001)

F ratio for Wave=2 02 {non-significant)
F ratio for Subject Group=31.52 {p .0001)

F ratio for Wave=5.16 {p .007)
5 : o F ratio for Subject Group=2.31 {non-significant)

- Testing Period

Pre-prekindergarten
? Post-prekindergarten
Postkindergarten

Post Third Grade

Peabody Pi::ture Vocabulary Test = - T

F ratio forWave=4.17 (p .007)
F ratio for Subject Group=2.87 (non-s_ignificant)

F ratio for Wave=3.59 {p .02)
 F ratio for Subject Group=16.33 (p .0001}

F ratio for Wave=1.75 (non-signjficant} -
F ratio for Subject Group=3.36 (p .02)

F ratio for Wave=2,04 {non significant) ’ @
F ratio for Subject Group=14.83 (p .0001)

in regard to the reservations about the use of these
instruments, a preliminary examination of data from the
Metropohtan Achievement Tests (Readlng subtest) were
correlated with scores on Gates-McGinnitie Reading
Tests. The correlation obtained by relating scores from a

sample of IDS_experimental and control children on the
‘Metropolitan Reading Tésts and the Gates-McGinnitie

Vocabulary subtest were relatively low: for S0 experi-

‘mental and 49 control children, the correlations were

:32 and .49 respectively. For other samples {of 19 exper-
imental-and 28 contro! children each), the correlations
between the Gates-McGinnitie Comprehension subtest
and the Metropolitan Reading Tests were only .57 and

[+

".25 respectively. One should note that these correlations

represented only exploratory attempts to examine the
relationship between these tests and employed samples

. with small n's. However, the data suggest that the two

tests are not measuring the same thing with this popula-

tion, and there is a strong pbssibility that if an instru-’

ment other than the Metropolitan had been used to mea-
sure reading, the results would have been quite different,

B

and our analysis of the effects of the IDS grades program '

would have been icast in an entirely different light. ;
As we have noted, there were many problems arid

limitations in our attemp{s to assess the children ade-

quately by means of the published standardized” tests
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The early Childhood Inventories at the Institute® did,
however, provide information that seemed to relate
more specifically to the IDS curriculum elements, and to

tap -many of the skills generally co,ngid,eref_d‘to be im- -

portant for young children to have.

While the groups (experimental and control) were not
prctesled on the Inventories prior to educational inter-
vention (with the exception of the sixth wave Es), there
is indirect evidence {(from prétest cqua|i;y on other mea-
sures) of probable equality among groups. Of the five
subtests on which significant differences were found,
three measured conceptual skills: two relational con-
cepts subtests and the categorization subtest. Results on
the labeling tasks tended to be less marked with scores
that indicate that the € group knew Body Parts and
Shapes better than the Ck grolip; however, differences
on other naming tasks {Alphabet fetters and Numerals)
did not reach statistical sighificance. In addition, on,a

task requiring the child to abstract out concepts of quan-

tity {despite changes in figural characteristics between

" standard and comparison pictures), the Quantify Match,,
ing Inventory, scores did not significantly differentiate

the groups. -

It should be noted that although the skills measured

by these inventorigs were skills taught in the IDS pro-

gram, they wefe afso taught in most cognitively oriented

preschool programs. Furthermore, it should be noted

-that the IDS teachers were not aware of the'content or

nature of the Inventories; the content was not designed

to resemble closely the 1DS curriculum materials (insur-
ing that the effects were not simply due to practice and
familiarity with specific materials).

As one further comment on this quantitative evalua-

tion, it is impostant to be aware that some events oc- - .

ra

curred in the operation of the enrichment program that -

acted to ‘‘contaminate’ the control groups, and that
made them misrepresentative for comparison purposes:
the scores of control gréup children were atypically
" high, and the lack of statistical significance in some of
the analyses in the grades may simply have an artifact of
the unusual performance of the control children. This is
particularly apparent in some of the Metropatitan

Achievement Tests where, though no mgnlflcant differ-

¢ These InvérTories were developed at the Institute by fack
Victor and Allan Colicr, They are currcnﬂy available from the
!DS dissemination services.
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ences were found between '“expérimental and control

groups, children in the experimental group achieved at ™

or near their grade level. Scores of children in this inner-
cily area typlcally fall far below" grade tevel. In fact,
when the scores of the experlmental groups were com-
pared to the average of the mean scores for schools
where IDS operated its experimentat classes, significant
differences were found, often at the p <.001 level,

One must examine and speculate as to the nature of a

"host of -extra-school variables that were operative in

raising the control children’s scores, and which may have

had considerable influence on any of the scores consid-

ered in the data analysis. The influence of such socio-
political factors as “‘urban renewal,” and the acceleration

“of social change, especially in regard to race awareness

and mor» positive scif-image, is virtually non-measur-
able and one can only estimate -that these factors must

have had considerable inflGence, even if their cxtent has.

not been determined br systematically examined.

in addition, it is dpparent that some of the experi- '

mental curriculum diffused to non-experimental class-

rooms in the schoels, via such avenues as informal coms
munication among teachers: and communication 1o the

teachers from the principal about elements of the pro-
gram' that seemed successful. Again, the exjent of such

diffusion factors cannot be measured, nor can their -

influence on the final quantitative evaluation of the pro-
gram be readily determined.

Qualitative Evaluation

In addition to quantitative data, theInstitute has
gathered information of a qualitative natute pulled from
anecdotal recoFds,‘ open-ended intervicﬁvs, unsolicited
letters written to the Institute, questionnaires, conversa-

- tions with parents at the 3rd grade graduation cere-

monies, observers’ records, etc. These qualitative evalua-
tions will be summarized below. Because of limitations
of-space, only a few of a large assortment of possible
examples fn'ave been randomly selected. for presentation.

An indéx of attitudes of school administrators toward
the IDS program was obtained by interviewing four prin-

~cipals and five assistant principals. These interviews {con-

ducted in the 1967-1968 school year) consisted of

-

open-ended, unstructured discussions with the Early -

_ Childhood Coordinator for the district; the agminis-
trators were interviewed one at a time. All of the peaple-



 most positive response. Older siblings have proudly -

[

interviewed expressed extremely favorable reactions re-
garding the program,.stressing primarily the strength of
the IDS materials and personnel,

The Institute’s own supervisors have been asked to
write “;ummarics of their impressions of the IDS pro-
gram, outlining the major successes and failures, as well
as makmg suggestions for future change. The majority of
these supervssors wrote a balanced summary: they em-
phasized t\he success of such underlying approaches as

-the individialization of instruction in the IDS classroom; -
~they stressed certain weaknesses they found in the pro-
‘gram such as the failure of the in-service training pro- -

‘gram to adequately assist the entire school,
In the 1967- 1968 schoo! year, group interviews were
he|d by the research staff with tcachers assistant

teachers, substitute teachers, and all other teachmg per

sonnel” who have been involved with the IDS classroom
-program. ‘Again, an interesting response heterogeneity
was obtained. Teachers stressed the success of the 1DS
program in terms of changing children's behavior {e.g.,
the children seemed better able to work jn an inde-
pendent fashion). The teachers responded negatively to
the fact that the materials had changed from year to
year and they felt that the giidelines provided for the
implementation of these-new malcyials were inadequate.

This will, of course, always be a problem in imple-
menting pilot programs whose very nature is to experi-

ment with new approaches and to be contlnually chang.:

ing. Morcover, this problcm is exacerbated by the

teacHers training experiences which generally tends to-

fock them into established methce: s; indeed one should
reaily train teachers to demand change and innovation
rather than be threatened by them,

Of all the groups whose qualitative reactions are re-
ported here, parents and older siblings have given the

brouéht their friends to observe their younger brothers

_ working in the D5 classroom (viewing the classroom

from behind a two-way mirror). Parents have repeatedly
sent positive letters to the Institute about the program
and about tneir children's performance in it. Informa-

“tion from parcnts was also obtained from interviews ..id

informal conversations with the Community Aides. In
gencral, those parents whose children entered the pro-
gram at pre- klndcrgarlen have noted changes in the
child’s level of' socialization; in his ability to recognize

] 3
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things around him (e g., pictures of animals, signs, etc.);
and in his ability to use tanguage. Parents have noticed
differences in thelr children such as changes in their
basic attitudes toward school and in their desiré, to'
achieve in school; parents also noted a difference in the
rate and quality of learning that takes place in the IDS
classroom as opposed to regular classrooms. The quotes
offered hére are just a very few examples of the contents

"of letters from parents and their comments about the ‘

Institute:

The Institute helps the children get a bettei under-
standlng of why school is really important.
- They learn more things and faster.

It were as though he learned very fast and it is very
good. - .o

Letters,from parents have also included reference to
their own invotvement with the 1DS program and  activi-
ties ,ai the Parent Center. They noted that they had re-
ceived help in such matfers as housing, clothing, etc.

_ Parents reported that the activities of the Parcnthntcr

scemed to help them feel more confident in talking with

their chitdren and being involved with their schoo! ex-

periences: f _ : -
Because of the lesson plants at the Center and the
instructions given by the Institute, | am able to
converse with my children. Before this | was very
much embarrassed whén my children would ask
me questions and | could not answer them. After
entering the Center's program; Lcan now talk with
them and don't feel cmbarrasscd.zﬂl now have
confidence in myself and feel secure.

Repqr'ts from teachers who have received DS chil-
dren intg their classes (such as 4th grade teachers or
those whose classes IDS" children entered when they
moved) consistently emphasized the fact that the Insti-

. tute children were easily identifiable: not or\!y by their

overall “verbosity,” but by their command of the fan-
guage and-their ease with using language to cxp}czs their
ideas. These teacheys reported that §DS childrenwere

:gepuinely intcrested and excited about learning, waﬁ%ﬂ

to be successful in school, that they were more, inde-
pendent than other chitdren and did not shy away “from
new situations. i

Visitors to the Institute classfooms have con’sistenuy
remarked on the indepuiidence shown by IDS children.
In fact, this aspect of children’s behavior is currently an

©
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area of research at the Institute, which is pnmarlly di-
- rected toward the assessment of classroom behaworai
- correlates "of 'ndependence Various msLtruments have

been developed to assess’ children’s independent be-

havior, some of which demonstrate very high rehablltty

Of crucial interest, is the relationship of these measures

of independence to other behavioral traits, such as vari-

ous personality characteristics and creativity (Schumer
*_and Deutsch, 1971), . oo

Recommendations for Future Work .

Preparing guidelines for future work |n this area,

based on the decade of experience in research in train-

ing, and in the classroom itself, is no simple straightfor-
S ward task. s

- Many of the things that were Iearned as thc enrich-
' ment progrdm progressed were tncorp()rated initto help
make it operate  more effectively. Indeed although we
have outlined some general approaches and .e_chmques,
no single description of this curriculum could ever ade-

quately reflect its nature, for it was designed to be con- .

tinuously evolving, and at no point in'time represented a
monolithic entity. with each teacher mediating the pur- .
poses and approaches of the program in her own classes.
_ - DOne of the most important recommendations that
" can be made_for evaluation efforts is related to the devel-
- opment and utilization of more rele\}ant"measures, those
that have been properly standardized and validated for
“use with this population. One should attempt to develop
and use measures which have the intrinsic capacity to /
‘measure the child's responsiveness, and also to measyre
'the abitity of the system to respond to the chiid.
However, the problems of designing and evaluamg
the effects of an enrichment program go far beyond
developing more valid measures,” or devising experi-
mental designs which take into consideration ali the:
extra-schoo! and uncontrolled variables which have in:
fluenced the children’s behavror and development.
Enrichment programs operate within an entire social
" context, and eften within a framework with many
socio-political forces acting in an ambivalent manner
thereby rcstrlctrng program effectiveness. There is char
acteristically 'general social pressure for immediate gains

_""Regional
“Childhood,” June t,

RC .-
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on’‘such measures as achievement or,intelligence test per-
formance, and for the evaluation of the success of a -

. program on a ratio scale where one divides numbers of

1Q points raised by dollars to get an index of success.

o "3' the long run, only the children are short-changed ‘

by this state of affairs. Directors of enrichment programs
are continually pressuced into affirming that each ele-
ment of their program reﬂects' the most effective
methods. Frequently <hitdren must séttle for a: pro-
gram’s first efforts, simply because the program is penal: -
ized for any ‘‘mistakes” hy threats of cessation of con-
tinuing ﬁnancta! support.”©

" Long term commitments are necessary so there can

be an intérplay of innovation, training, eyaluatlve feed-

back and parental as well as community participation. It
is necessary for, participation and resources to come
from all levels of the schools, universities as well as from,
the children and their communities. .In &ddition, old
experimental<ontrol models are simply not adequate,
and a-special program should allow its influence to
evolve and be conscientiously diffused in  the entire
school setting. As previously pointed out, considerable
diffusion takes place anyhow; boundaries become artifi-
cial and irrelevant, reflecting statlstlcal artlfacts, not
sreality, a .
For further detaited information please consult the

following reporisi '
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“An Evaluation of- the, Fffectiveness of an 'Enriched

Curriculum in Overcoming iHe Consequences of Environ-
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Research-and Resource! Center in Early
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CHAPTER 4.

CHILDREN FROM THREE TO TEN: .
- THE EARLY. TRAINING PROJECT :

[N

This is'a report on the Early Training Project! , a fiefd
research study Rupert Kiaus and | began in 1961, We
wished to see whether it was posnble by developing a’
carefully designed program, to offset the progressive
retardation so ofted observed” in the .public school-
careers of young children {rom low-income homes. in
1961 many thoughtful schoo! people were concerned
* with the problems such children experience in their
schooling. Thé& concern had by no means, howeter,
_reached the tidal wéve proportions that it did in 1965
with the passage of ihe Economic Opportunity Act, in-
cluding Project Head Start, and the Elementary and

.

“»

23
©

tlon of a school system and its supenntendent which
made it possuble for us to follow a reIatlver consistent .
program over the years. It was also our good fortune to .-
work in communities where there was'liftle outward -
migration, Such outward migration is of course a major
problem in following up children over the years. Even at
the end of seven years, we had so little'moving away that
it was possible to test aImost all children who had been
mvolvecI in 1962, FmaIIy, we were fortunate in havmg

: pred:ctable funding, from the . Nanonal Institute of

"Secondary Education Act, also with a large element of

funding for the disadvantaged, We, as directors of the’
: EarIy Tramlng Project, were fortunate in that we began
_at a time when public interest was not yet so great, nor
programs for disadvantaged children so-frequent, as to
“make it difficult to conduct a carefully planned and
executed study without its being subject to a number of
outside. influences from competing programs and pres-
-surks for premature results. We were particularly for-
tunate m the Early Tralnnng Project to have the coopera-

- s

- Mental, Health for the first five years of the study, it
wés this, combination of factors that enabled us to fol-
low the hlldren we studied over six years . e

e Children and Their Parents - - .

The children with whom we worked, and a local
comparisbn group, lived in a city of about 25,000 in the
upper South. All children tere black. At the time they
- were originally selected, the schools were segregated.
Since it is necessary to have the contmumg cooperation

" ,of th& schools, we thought it wise t6 work with either

white Jor Negro children, We-had some reasen 2o thInI<

.-
L

' This study recewed its major financial support from the
Nationat Institute of Mental Health through Grant{ HD - 00973,
This report is adapted’from two technical reports which may be
found in Klaus, R.A,, and Gray,S. W. The Early Training Project
for Disadvantaged Chuldren A repoit after five years. Monograph

v

of the Soc) ty for, Research in Child Development, 1968, 33
(No. 4), and in Gray, S. W., & Klaus, R. A. The Early Tralning
Projecty a spventh year report. Chitd Development, 1970, 41,

{Dec.).
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" tellectual developmenty

e e - . Bn,
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" that, in this particutar town, there was greater chance of

success with the black families.

A census was made of all black children born i in 1958
From it 61 chitdren were selected accordmg to various
indices of educmonat disadvantage. Al the families were

“well below the usual cutting tines for poverty; i_he aver-’

_.age income was about $1500 at this time. Education of

" parents was somewhat higher than one might have’

expected, the average being about the 8th grade. Educa-

tional achievemen}, howevci, probably- was lower than

the last grade completed. The occupational level tended
to be low. Mothers, for example, did domestic work, ot

else worked as maids in restaurants and beauty parors..

Fathers, where present, were generally employed in un-
skilled “or semi-skilled labor. Fimilies were.large, the
average being seven members. Housiry - conditions,
except for those who lived in a pubhc housing pro;ecl
were extremely poor..

The General Rationale of '
the Children's Program - e

Our study began with a concern for pcogxessme re-
tardation. Our goal was to lest experimentally whether it
- was possible to offset such retardation as a child moved
" through the public schools. Our general program was

bmlt up out of a careful search of the scientific htemure

* on social class and m;elahon to development, 6 in- ¢
and on the ‘dewlopment c_)f.
altitudes ‘and motives. We talked to school people whd'

had had considerable experience first-hand with dis-

advantaged children; we dlscussed it mth ‘social workers .

and public health nurses. - Y

It seemed to us as ‘we searched the |neraxure .md :

talked with those we knew, that the problems disadvan-
taged children had, seemed to fall into two broad

~ groupings—those things related o the skills, compe-

tencies, and understandings the child had, and those
things related to his attitudes, and those of his pareats,
toward school expectancxe; We finally came’ up “with °

" the following list: E

Attitudes reiating to school success. Thls mcluded
" the child’s motivation to do well in school ’t

ties, his general liking and interest in such activi- . ~

ties, his willingness to work hard over a_period of
time, and the presence or abserxe of successful
persons after whom he could pattem\hlmself We

" believed that this cluster of attitudes was of parti-.
cular importance because it might be expected to
have some sustaining effect after a special pre-
school progrim was completed.

~ Aptitudes relating to schoof success. By this we
- meant the skills and knowledge which form the
" necessary basis for being able to make progress in
school: We broke aptitudes down into the develop-
mént of language, the ability to order of make
"« meaning out of the environment {concept develop-
. ment), ability to ‘see small likenesses and differ-
ences, necessary for example in learning how to
_-réad (perceptual development).
Our study of first grade children at this school and
the studies of other researchers in other locations, had
indicatedthat disadvantaged children came into school

, somewhat behind others, and that it was difficult mdeed

to enable such children, with al} the handicaps of a{poor
environment, to catch up with more fortunate children,
This was.our major reason for beginning our program

. three summers prior to school entrance, and for making

'capabie of. de\elopmg

- our major emphasis on what might be called 3 develop- .
"..mental rather than a remedial program. We T;Ian_ned to

address our attention not so much to del"citsas to the »
strengths the child afready had of thos&rhe seemed

The General Design of z‘he Study

in set_ling.up the program we had three major con-
ns: (1) Planning a program that would be effective in
offsetting progressive retardation, (2} planning a pro-

‘gram _which, if it should prove successful, would be

possible toadopt on a widespread scale, and (3)- fro%
the ‘stance of research, setting up a procedure that would
give-a clearcut answer to our question of whether it was

" possible to offset progressive retardation.

Weighing thesé three factors, we came up with a plan
beginning with the children, as already mentioned, at
least three” summerss prior to school entrance, with a

“carefully designed intensive program, and with the best

4

scheme of evaluation we could devise. From the stand- *
. point of adopting the program on a widespread scale, we
olanned _a procedure in which the major efforts for the
children would be in the summer months, when both
school ‘buildings and staff members ware readily avail-
able. Because we knew, however, that much would be
lost from one summer to the next in ‘young children

living ,in an extremely impaverished environment, we

planned a bridge from one summer to the next. This
bridge was the provision of weekly home visits during

‘the cest of the year. In the interest of the most precise

answer possible to our question we developed a relative-
ly mtenswe testing program over the years one which,

/r.



will be described .1_ater. We also made an attempt to
check in our plan for the possibie effect of tiving in the

community in which our program took place upon

children not directly in the pr ram This we did by -
setting up one comparison group e town which was
our major focus, and another comﬁ’ rison group in a
similar town about 60 miles distant. The general picture
of the actual !ayout of Yhe study is &lven in the accom-
panying table.? ‘ |

The problem of evaluation, bothlbefore dunng, and
after-the intervention program, was a major concern f
ours. In the general area of apmudes‘

measures that we chose were the S}tanfordBinel Intel.
ligence Test, the Peabody Picture Vocabulary Test, and
the Iinais Test of Psycholinguistic' Abilities. Our major
concern was to be directed at how the children did in
" school, as defined largely by their performance on
achievement tests, and by what other data we could pick
up in terms of their general classroom performance. Dur-
ing the school years, our most consr?tent recourse was to
the achievement test used in the publrc schools, the
Metropolitan Achievement -Tests, lnd at one time the
Stanford Achievemerit Tests. These tests while extremely
-useful are, as other tests, limited in their applicability.
They do not assess many things wh;ch we had attempted
to teach; they do assess a numliaer that we do not
attempt to teach. On the other hapd we felt that they
were in general our most useful md:ces of the chitd’s-
performance )

We ‘'were concerned, however, | with attempting to
“asséss the changes that we might; or might not, have
produced in the attitudes of the child. This is an
extremely difficuit. thing to do.‘Adequate tests for
children of preschool age in this general area are almost
nonexistent; they are far from adeéquate on the school
level. There are a number of réasons for this. One of

them is the great complexity of the ’probIem As difficult -
as it is to assess intelligence, it is far more difficult to -

assess, except indirectly, one’s feehngs of self-ésteem,
and one's desire to achieve or to appro.ach a standard of .
“ excellence, We did use a number of informal tests in
these ar as, largely. ones that we could construct
ourselves,ior adapied from the work of others. In many -

{
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_ This table is reproduced, in slightly aftered form, from: The
Early Training Project: a seventh year rcpor}. Child Development,
1970, 41, Gray,'S. W. & Klaus, R, A,
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cases however, we were. driven back to makmg the
ass?:mptlon that " such motfvations were a necessary\
condition for school achlevgment; and without them th/{
child would not do welf in school. Aithough our interest

in tryjng to make changes in the attitudes of the children

- was fully as great as our interest in altering the general
aptitude status of the children, the paucity of measthes™ »

in the attitude domain means that most of the results to
be presented tater center around tests of mtellect and
school achievement. '

One aspect of our study which does not appeaf in the
general layout is our evaluation of the performance of
younger and older brothers and $isters of th/ children
with whom we have been working. It is a question of .
great practical importance, if focusing one’s e?:orls upon

one chil, and his mother, inay have“positi’ve, or even

\
negative, effects upon the other children if the family.\
Some four results on this matter will al be rep0rted

later. j
The ,‘timmer Program for the .Childr“’en

,F9/r our two experimental groups/we chose fead
teachers who were experienced in first "grade work, and
had/partrcular understanding of drsadVantaged children,
Both of them were black. Each group pf 20 children had
fopr. small group teachers who worked with about five
children each. These were equally di jided as fo race and
s;x and were undergraduate or graduZ:te college students

erested in acquiring more exp nence with young

children. We had teachers of both races, since we felt it
‘tnportant for our children to see both whites and blacks

orking in equal status in a teach'ng role. We also felt it
important to have some men teachers, particularly for
the children from father-absent hgmes. .

Most of the four-hour daily!program was spent in
activities with the small group teacher, alternated with
btief sessions with the total gfoup. The materials and
activities used.in the summer sésscons were not radfcally
- different- from those used in the more conventional ~
nurery school or kindergarten, The difference lies rather
in the way the materials were used, the particular
patterning of activities, and tﬁe conscious attempt in all
the activities to focus on those aspects of attitudes and
aputuées which we were trymg to deve!op, and the high
ratio of\adults to children. |

An illustration of this might be that-of what one does
with whee! toys, much ‘loved_ by young preschool
children. ‘Being allowed to ride them was seen as a
reward of\ the program. Tricycles, for example, were
used to inc‘\ease language in children, It is easy to set up
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LAYOUT OF GENERAL RESEARCH DESIGN.

\ B T Ta. T3 T4
Treatmen \ Three Summer Two Summer Local Distal
. . Schools Schools Controls Controls
First Winter (Criterion development, curriculum planning, general tooling up)
1961-62 ;
First Summer Pre-test Pre-test Pre-test Pre-test
1962 Summer School '
. Post-test Post-test Post-test Post-test
Second Winter Home Visitor :
1962-63 - Contacts
Second Summet Pre-test Pre-test Pre-test Pre-test .-
'1963' Summer School Summer School
Post-test Post-test Post-test . Post-tes’,
Third Winter Home Visitor Home Visitor —
1963-64 Contacts Contacts ) !
Third Summer Pre-test: Pre-test " - Pre-test Pre-test?” .
1964 Summer School Summer School B
: Post-test Post-test. Post-test .~ Post-test
Fourth Winter Home Visitor Home Visitor ‘
1964-65 Contacts Contacts
Fourth Summer Follow-up Follow-up Followup » Follow-up
1965 Tests Tests Tests Tests
Fifth Summer Foltow-up Follow-up Follow-up Follow-up
1966 Tests Tgsts Tests Tests
Seventh Summer  Follow-up - Follow-up Follow-up Follow-up
1968 Tests . Tests Tests Tests

2 situation where a child can obtain something only if he
" asks for it. Later on we made it necessary to identify the
particular tricycle the child wished. He must learn to
interact with another child to ‘“‘ask for a turn.” In the
second summer it was possible to use tricycles in a
miniature traffic situation. The children learned to
respond appropriately to traffic signs, and to play traffic
officer. ' ' '

Books were one of our most important materials. We
read to the children several times a day; we encouraged

b

them to look at pictures as we read, to talk about what
was being read, to tell what would happen next in the
story, and even, as time weit on, to dramatize some of
the familiat folk tales such as Litc/e Red Riding Hood or
Three Little Pigs. They were given small, inexpensive
books as rewards for efforts relating to the goals of the
program, : ,
We are often asked whether ours was a '‘structured”
program. If by structure it is meant that we lined children -
up in rows and rigidly administered the same program to



alt the children every day, the answer is “no."” If by
structure it is meant, however, a carefully planned pro-

gram in which activities were sequenced over time, begin-.
ning with simpler ones for a given child and proceeding ’

on to relatively more complex ones for him, our program
was a structured ong — in a highly individualized way.
: 1

The Work‘With Mothers in the Homes

The :work with. mothers was origfnaily planned to
provide a bridge from one summer to the next because
we feared that over the 9 months between one summer
and the next, the children would fose most of what they
had acquired. A home visitor $pznt about one hour each

“week in the home. She worked with the child and, more

importantly, with the mother in an attempt to carry on
activities similar to those of the summer school. Our
‘homie visitors were Negro women in their forties with
considerable teaching experience with young chi'dren.

The first aim of the home visitor was to involve the

parent as an active participant. This was not easy, because
many of the mothers were experiencing the helplessness
often found in disadvantaged groups. The families were
large, and many had no father. The 1.:other had a heavy
burden of coping with the subsistence activities that are
" obvious in a fam;ly with an average size of seven, and

with an average income of only $1500. Although many -

- of these mothers themselves felt beaten’by life, they still
. had hopes for their children. The home visitor's effort
was to provide them with some skills and understandings
which would bring them a little closer to realizing these
hopes, for their c‘u!dren

The Effects of the Program Upon the Chlldren

The table which gives the layout of the general study .

shows that by 1968 the children had been tested eight
“times. These ‘were in addition to a number of other ad
" hoc evaluation instruments used from time to time.

The data of this study are voluminous, and only two
kinds have been selected for extended ciscussion: restilts .

on intelligence tests, and on school achievement tests,
Some mention will also be made of our efforts to test
attitudes.

Figure 13 gives a graph of the results upon the Binet
test of intelligence from May, 1962, before any program
. for the children, to June, 1968, when the children had
_completed fourth grade.

! This figure Is reproduced, in slightly altered fbrm, from: The
early training project: a seventh year report, Child Development,
1970, 41, Gray, S. W, & Kiaus, R, A.

Although the graph looks simple, there are a number
of Interesting aspects assoclated with changes in the
work with the children over time. it should be re-
membered in reading the graph that between May and

August of 1962, May and August of 1963, and May and -
August of 1964, the first experimental group had, each N
. summer, a special ten-week program. The second experi-

mental group picked up its first ten-week program in
1963 and a second one during the next summer., All
children went to first grade in September, 1964, They
were tested at the end of that‘year, again in the summer.
of 1966, and again in the summer of 1968. The second
group started at a stighly higher fevel, which probably
explains the finding of slightly better  performance .
throughout. The two control groups have continued to

lag behind the experimental groups. The most decline

over time was shown by th? control ‘group in another
town, while the local control group was only a little
behind the. two expenmental groups in 1968. The

. difference between experimental and control groups at

the end of fourth grade was statistically significant; that

“is, it would occur only once in twenty times if there

were not a real difference between the experimentals
and controls. 1t is, however, a modest difference. The
picture then is one of relatively adequate progress in the
experimental- youngsters, in so far as intellectual ability
goes, up to the end. of first grade. With the control
groups there was an acceleration during the first grade
that brings them closer to the experime: tal groups. The .
surprising thing was that there was still a difference after

nearly four years since the last assembled preschool for -

the children in the experimental groups. True, the dif-
ference was small, but it had been sustained over time.

The results on achievement tésts to be presented are

those on the Metropolitan Achievement Tests. There are
eight subtests: word knowledge, word discrimination,

reading, arithmetic computation, spelling, language,
arithmetic problem-solving, and concepts. At the end of
the first grade the experimental children were signifi-

cantly superior on three of the four tests used at this
level; word knowledge, word discrimipation; and

reading. The Jocal control children were€ somewhat

superior to the distal ones, which may be either a

+ superior instructional program, or possibly the effect of

contacts - with the experimental children,-and of the
parents of each group with each other. We have evidence
that the control mother sought out the experimental
mothers. In 1966, five subtests were given. The experi-
mental children were statistically superior on only two
tests: word knowledge and reading. On the other three
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tests, however, there were approximately nine chances  put togethe' e effective for use, When onegonsiders
out of ten that they were superior. Again, the local  the amou’ .ime and effort that goes into the careful
control group was -somewhat superfor to the more  developir Jd standardizing of tests such as the Binet
distant one. At the end of fourth grade the experimental or the | nolitan Achievement: Tests, it is not too

groups were no longer statistically superior. On six of . surprising ti.. ur far less sensitive measures fail to show
the seven tests, however, their scores were higher, but results. Two of these, however, will be singled out for
" the differences were small. There are some implications  mention.

"7 of these findings, as they relate to the interaction .~ We were batticulariy interested in the effect of the
between early education and public schooling, \which  program upon the child’s feelings of ’selfesteem,
- will be dlscussed later. especially during their public school experience. We

We have had considerable difficulty in developingany  adapted and used the Piers-Harris selfconcept test. On
adequate measures of attitude changes in the children. two of the seven scales the combined expefimental
No well standardized tests were available and those  groups exceeded the combined contro} groups—lhe\‘
which we developed ourselves were simply too hurriedly  dimensions of happiness and satisfaction. The test was
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used again at the end of 1966. This time the experi-

mental children no tonger showéd more posmve seif-
concepts than the control children,
We were also interested in the “reputation” of the

children, that is, ‘whether the child was scen as capable,

well-liked, friendly, and so on, among his classmates. We

have improved the reputation of children by interven-
uon~prrfgrams but also whether the program might have
had some- deleterious effects. ‘We used  a picture

were concerned here not only with whether we might

adaptation of the Who Are They? test with the three

local groups of children. There was some slight tendency
for the experimental children to be seen as enjoying a
better reputation. [f there is no solid indication of a
.favorable cffect of the program, there is ccrtainly no
indication of an adversive effect,
We were also interested in the effects of the program
upon other children in the family. The younger siblings,
when they became of a testable age, were given the Binet
Intelligence Test. Here we found that the younger siblings

. of our experimental children were superior to the

younger- siblings of the control children. This was
particularly noticeable in the younger siblings of the first
experimental group, where the home visitor had been in
the home for two years prior to schoot entrance, it also
was more marked in the siblings closer in age.

~ With the older siblings, we tricd to study the effects
of the program on schoot performiance, and afso how the
older child saw the family.situation in terms of more

attention and favoritism fof the child in the intervention

program.. The comparison of the older siblings yielded
little information. We found no evidence that schooi
performance was improved — or hindercu. In the same
way we found no evidence that the older siblings re-
sented the special attention given to a younger sibling. .

"The Implications of the Findings

The reader may remember that the original question
posed by the Early Training Project was whether it was
possible to offset progressive retardation.

- With the results for the end of four years of public
schoo!mg, Jur answer is "yes,” but it is a qualified
“'yes.” Cur experimental children on achievement tests
perforriaed better during the first two years of schooling
.than_the control children. But at the end of fourth
grade, the performance was slightly better, If at all. On
intelligence tests their scores were still significantly
higher, although the difference was a small one.

Our answer must be a qualified "yes,” for preschool

Q
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~experience can only form a basis for the educational

demands of public school. The schools in which our

children were enrolled were not bad schools. At worse’

they were mediocre. On the other hand, they were not

_adequate in prowdlng the kind of program that would

enable these children to maintain their carly gains.
Not all of this, of course, can be laid to the door of

the schools, Unless the home circumstances of the child .
the adversive environment which

can be changed,
created the original problem will continue “to take ‘its
toll, It is perhaps asking too much to expect the school
to offset the inadequacies of the community and home.

By some standards the Early Training Project, with its :
three summers of intervention, may seem to be a

relatively massive program of intervention. And yet a
colicague of ours estimated that in the years prior to
schoo! entrance the maximum amount of time the child

was in the project {approximately 600 hours) was fess -

than 2 percent of his waking hours from blrth to six
years. The amount of these contacts in thé home was a
maximum of 110 hours, or about 0.3 percent of the

>

waking hours of the child. Surely it would be foolish to - _

think that such a small amount of intervention could
have a lasting effect without considerable reinforcement
from - the child’s home environment and from his
subsequent schooting.

Our results through the fourth grade, and our fndnngs
on younger siblings, make us hopeful that intervention
programs can have long-lasting effects that go beyond the
immediate children with whom one may be working. On

the other hand, the decline in the groups in intelligence - *
- over the years since intervention ceased, and the slowing

down in educational achievement of the two experi-

- mental groups after the second grade, suggest that the
intervention program before school entrance simply

cannot carry the entire burden of improving educability.
An effective early intervention program for a preschool
child, be it cver so good, cannot possibly be viewed as a
form of inoculation whereby the child is immunized
forever afterward to the cffects of an inadequaie homs
and a school inappropriate to his needs. Human perform-

ance results from the continual interplay of the grow- -

ing child and his envifonment. Preschool programs
for disadvantaged children, wellconceived and executed,
may be expected to make some lasting changes, They
cannot, however, cafty the whote burden of prowdmg
adequate-scholing: for- disadvantaged chitdren. At best
they may provide a basic progress in schools and homes
which can build upon the preschool program.

61 It&



CHAPTER 5.

DOUBLE DEPRIVATION: THE LESS
- THEY HAVE THE LESS THEY LEARN'

Elizabeth Hefzog, Carol H. Newcomb, Ii'a H. Cisin

'

In our society, academic adequacy is likely to be a

- prerequisite to economic adequacy, and economic ade- .

quacy is likely to be a necessary though not sufficient
prerequisite ‘to fulfilling one’s maximum potential and
achieving a satisfying way of life, The main exceptions
to this: generalization have been individuals with un-

earned income, the handicapped, and females. However,

ability to earn a living has come to be as necessary for
many girls as for boys, For the great majority of our
" citizens, the strong correlation between education,
occupation, income, and seiff-esteem puts a h!gh pre:
mium on educatlonal competence

Children of very Iow-mcome families, on the whole,
do less well than children of the prosperous in the early
years of school, and the dlscrepancy in school achieve-
ment increases as time goes on. ' Accordingly, those con-
cerned with the welfare of children have focused in-
creasingly in recent years on ways of counteracting the
academic difficulties of poor children. Since the early.

-years are crucial, preschool enrichment programs are
. seen as a promising avenue to this goal. ’

One such program was initiated at Hw‘/a‘r'dMUniver
sitv, shortly before- Head Start was: launched, At the
ume this program was being planned, in 1963 there was

much discussion of methods for giving to preschool
children an experience that would lay the grBungwork
for enhanced school achievement.-Some of the methods
attempted or proposed were costly and elaborate, re-
quiring special training . and facilities. The project

* initiated at Howard University? “was addressed to dis- -

covering whether, if children of pSVeny were given a

“traditional nursery. school program of the kind offeted

to many middleciass children, they woufd have the
foundation for satisfying school performance. _

~ Implicit in the question was’the -assumption that,
since well-trained nursery school teachers are alert to the
special needs of each child as an individual, they would
perceive and respond to -the special needs of chlldren
who come from difficult environments. Implicit in the'
definition of a traditional nursery school approach was
the need for the school to work ‘closely with the parents,
as is customary in the most h|gh|y rated middleclass -
nursery schools.

if it could be demonstrated that a tradmonal nursery

‘school program would enable very disadvantaged

chitdren to meet national norms in school achievement,
it would be possible to establish large scale preschool
programs relatively quickly,” without the need to give .
elaborate special training to the teaching staffs. This‘

P

tClark, 1965 Kennedy et al., 1963; Osbome, 1960; St. John,
1969.
1Directed by Dr. Flemmie Kittrell, Professor and Head of the

Home Econom|cs Department, and ﬂnanced in part by the
Cnifdren's Bureau Child Welfare Research ahd Demonstration
Grants Pragram (D-185).
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would mean that more children could be helped more

quickly, and at less monetary cost, than would be
possible with more elaborate “precision methods” of
compensating for academic deficits.

" The children and their families

After considering, experimenting with, and discrardmg

several alternative strategies of sample recruitment, it

o

was decided that the most practical and direct method
would be a house-to-house canvass, to recruit children
for the nursery school program and a comparison group.

The criteria for including a child in'the initial “pool”’
of candidates were: that in October 1964, he was not
fess than three and not more than three years dnd seven
months old; that he was in generally good health, with- -
aut gross visual, auditory, or orthopedic problems; that '
there was* no obvious evidence of organically based
niental retardation or severe mental disturbance. It was
also required that the parents speak English, hat the
child had never been in formal group care, that the

~ parents agree 1o bring the child to the Universityfor

psychological testing (referred to as “play sessions”),

. and~if their child were chosen for the nursery schoo!

program—that they agree to have him ready when the
school bus appeared in the morning.

*From the pool obtalned in the house-to-house can-
vass, names were selected by random number: 38 from
one tract fof the experimental group and 69 from three
neighboring tracts for the comparison group (in order to
avoid possible unhappiness for companson group parents
who might see the school bus diily- calling for their

‘neighbors’ chtldfen) With regard to demographic

characteristics reported by the Bureau of the Census, the

. four tracts appeared virtuatly identical. All four were

« inhabited by very low-income families and, because of

housing patterns in the Dtstnct of Co!umbta, all the
families were Negro

Since some famnl:es moved away during the sefection
process and others either énrolled their children in other
programs, failed to keep appointments, or dropped out
for other reasons, the families in the program do not

¢ represent a strictly random ‘selection. Nevertheless, this
© was by no means a self-selecfed sample No family ch )

permitted to volunteer participation W|th0ut a prior in-
vitation, and none was free to choose between entering
the experimental or the comparison group. The nature
and extent of selectivity can only be surmised, but pre-
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sumably it affected the expenmental groub and the com-
parison group in similar ways.

The numbers selected for the two groups were based
on expectations of attrition. The hope was that it would
be possible to. retaln 30 children.in the experimental
group (EG) and at least that many in the comparison
group (CG), and it was expected that more of CG than
of EG would be lost. Actually, attrition was surptisingly
low. Families moved rather often, but usually within the

" metropolitan area, and vigorous efforts succeeded In

maintaining contact with most of them. At the end of
the two-year nursery school program, only one child
from EG and two from CG had been lost to the study.

“ Four years later, contact had been maintained with 36
. of the 38 children in EG and 66 of the 69 in CG.

When ' the children. entered kindergarten, ‘it was
necessary to reduce the size of EG to 30. This was done
by excluding, regretfully, six girls who showed least need
of a special program and one boy who needed it very
much but could no longer attend.* 'I?ue net result of this
exclusion was to improve the sex ralio and lower some-
what the early mean 1Q scores of EG.

At the outset of the project in1964, EG and CG were
similarly distributed in reported income, with a slight
advantage for CG. Removal of the seven EG children -
increased this advantage, although median {ncomes for
the two groups were still comparable: $3,360 for EG
and $3,380 for CG. In both groups, the lowest income -
reported was about $1,000. and annual income extended

-up 16 $5,770 for EG. Two CG families reported annual

incomes over $10,000- and one rcported $7,500. Five
other CG families reported annual incomes between
$6,000 and $7,000, and all the rest were under $6,000. -

According to the poverty-income criteria then used
by the Social Security Administration, 2} chiidren
(70%) in EG and 42 (64%) in CG were living in pov-
erty.® Féur (13%) in EG apd 14 (21%) in' CG reported
incomes officially defined as sufficient to meet the

“children’s basic needs. The remainder fell between these

in a borderline area with income far from adequate and

* below the amount described by SSA as the “Iowcost

level,”

$Kraft et al., 1968, Much of the description of sample selec-
tion and the nursery school program s excerpted or condensed
from this report.

“YIn the interest of comparability, the figures presented here
will include only the children who continued in the program
throughout the five-year perlod: 30 for EG and 66 for CG.

$Orshansky, 1965,

k4



The families of § children in EG (17%) and 17 (26%)

in CG reported recelving financial assistance from the
- Department of Welfare. In other characteristics the two
groups were generally comparable, with the following

exceplions: graduation from high school for 11 {(37%)of .

EG fathers as compared with 9 (14%) of CG fathers;

somewhat better rating of EG housekeeping; better kept

housing for CG; fewer people per room for CG, and less

: sharmg of kitchen or bath with other families. Thero was
also a greater frequency of reported father absence for
CG than for EG~a v;rlable which later showed no
significant. relation to test results, with the slight differ-
ence that appeared favoring the father-absent children,

- Three of -these comparisons favored EG and three
favored CG, with onc reaching statistical significance
(father's education, chlsquare 7,48, df=p on.s

The preschool program

The two-year preschool program at Howard Univer- -

sity, as already indicated, followed the lines characteris-
- tic of a weJl run middle<lass nursery school, with no

N specific “enrichment” features added. In many ways it
resembled other preschool demonstrations conducted in
the United States during the srxtles Some of its main .

features were:

1. It was conducted in a long-established nursery
school run by a university for research and training
‘purposes.

. 2. The children were enrolled at the age of three.

The aursery day was about seven hours long (eight

hours including the bus trip to and from school)

and included lunch, breakfast if needed, morning

and” afternoon sniacks, and an afternoon rest

period. .

4. The children attended the preschool for a ten-
month schoo! year and a two-year time span.

. Transportation was provrded for all the chlldren

No fees were charged.’

~ o

Project Director and the Head Teacher, were
aliowed to modify the usual nursery school activi-
ties to fit the special needs of these children.

. The teachers, Onder the general gurdance of the -

a

8. -Special efforts were made to involve the children’s
parents. A full-time “adult worker" (parent educa-
tor} on the staff served the families of the

ildren )
9. glaldation of .the program was conducted by a
team that was independent of the service staff.”
Provision was made for a continuation of special -
school beyond the preschool phace of the demon-
stration, :

10.

Full details about the program and the recruitment

process are given in the published report of the first two
years.® 1t may be mentioned here merely that the equip-

ment and setting were excellent, and the curriculum
much what would be expected in an average’ 'middle-class
nursery- school, In their exit interview, the teachers -
regretted that the special needs of these children left |
them less time than they would have wished to devote fo
!anguage development. The published report includes the
opinion of the research staff that “although the prografm

‘was much like that of good, traditional-type nursery

schools, there was less conversation with individyal

- children—less supporting or initiating of conversation—

than, one would usually find in a university laboratory
preschoo! that serves middleclass children or in a

superior suburban preschool, The explanation may lie in -
-the amount of attention to other aspects of the program .

that work with deprived children entails. However, that
may be, it seems likely. that the teachers were right in

. thinking that more attention to language development

was needed. . ..

Two of the teachers suggested that the ideal teacher-
pupil ratio’ for work with children from low-income
homes would be one teacher and a full-time trained ajde
for every five or six children. Actually, the ratio was one
teacher to twelve children, plus a Head Teacher, a
“floating” teacher-assistant, and a large number of

student aides (undergraduates in childhood education

courses) who were seldom on duty for more than two
consecutive hours, since they had to fit their attendance
to their course schedules. The research staff figured that .
the effective teacher<hild ratio, including aldes was
about one to eight or more. -

*

$Sincé some parents who.claimed 8 or 10 years of schooling
could barely-read or write, since income level favored CG rather
than EG, and since mother’s education was similar, the diffee-

ence in reported group means for father’s education seems of -

lite practical significance,
?During the nursery school years, staff members of the
Children's Bureau conducted the evaluation, From then on, Dr.

Q

ERIC .

>

ira Cisin (Director, The George Washington University Social
Research Group), who had served as statistical consubtant during
the first phase of the project, directed the administratjon and
- evaluation of the continuation pro]ect under a grant from the
Chitdren's 8u reav, ~
YKraft et al, op. it

.
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The overall atmosphere of the nursery was permissive
and warm and’ it was characterized by knowledgeable
observers as ™ clearly a benlgn and pleasant setting for
young children.”

{nvalvement of parents was an important part of the
project plan, and efforts to involve them were reasonably
successful The term “parent education” was avoided
and the aim was to Involve the parents as competent
‘partners working for their children’s present and future

well-being.. Some degree of success is indicated in the_

continued devotion of the mothers to the ‘adult activi-
ties worker"” and their eagerness to talk with her after a

separation of two or three years. Yet, as the report of
the nprsery school program comments, ““In practice it '

* was more didactic and less a meeting of ‘partners’ than it
was in theory,” and the response of the parents—al-
though stronger than in many other programs—fell some-

* what short of initial hopes

. The first school years. .

In the hope of consolidating any benefits gained
du[ing the nursery school program, a series of special
school situations was arranged for the 30 EG children
during the.three years |mmed|ate!y followmg nursery
school. The problems involved in setting up and ¢arrying
through such arrangements are a saga in themselves, and
although this is not the place to.rehearse that saga, it
must be stated at least that a number of overburdened
school officials were generous, resourceful, and energetic
in making possible the continuance of the project.’

Throughout the kindergarten yeaf; the EG children »

were in one class in a public school. The full day session
included a light breakfast and full tunch, and an after:
noon rest hour. Two skilled teachers were assisted by
two aides, to provide an enriched curriculum with
emphasis on language skills and reading readiness.
Frequent special trips to edocational-and recreational
facilities included visits to the Washington Post Book
Fair, a farm, a dairy, a fire department the circus, a
department store. .

A part-time soclal- worker was avaulabIe to provide
assistance for the children’s famities. In cooperation with
the teachers, she was able to arrange for providing shoes
and warm clothing for children who would not other-
wise have attended school, and to obtain medical and

L

*Thanks are due especially to Miss Evelyn Bull, Director,
Supervision and Instruction in Elementdry Schools, and Mr.
Bradford Tatum, Assistant to Assistant Superintendentin charge
of Elementary Schools.
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dental care for some who needed such attention Her
work also included conferences with all the families of -
the children, and referrals or direct assistance In tlmes of :
crisis. . Lo
During the first and second grades,-an enriched dass

room experience- was again provided for the chll_dren .
However, during those two years, an additional 30
children, drawn from the ‘‘regular” classes, were assigned
to the program. EG and the new group were divided
equally between two classrooms, in order to avoid ex- -
cessive insulation of EG. During the first grade, a team
of three teachers, assisted by an aide, provided for both
classes small-group reading instruction and team teaching
in science,’ social studies, and language. In second grade,
although the two principal teachers”worked coopera:
tively, no organized team teaching was attempted. In-
stead, a flexible schedule was provided so that the slower
learners from both classrooms. could go to” a third
teacher for small group Instruction in all phases of ‘se-
cond grade work. Educational trips were again included.
The part-time social worker continued to give social
service assistance to the families. In addition, she helped”

to keep communication open between home and school.

Tovinsure holding the_group together, transportation
was provided for EG throughout kindergarten dnd the
first two grades. Arrangements were also made for the .

" children to receive lunch from the free lunch program.

Unfortunately, exigencies of the school system made it
necessary to have the chitdren in a different school each

~ year, The shift of locale was somewhat eased by the fact -

that the Head Teacher during the Kindergarten year.
remained with them duririg the first grade. Second grade,

: however, brought a change both of school and of teach-

ing staff.

- After completing the second . grade, EG left the
specral situation and entered into the regular classes of
the public schools that served their respective neighbor-
hoods. How such a transition affected them has been an

‘important and disturbing question for the research staff,

and one on which final conclusions,dre yet to be
reached. The staff has continued to keep in touch with
the families, although the prog)am propeMerm:nated

" with the end of the second grade year, in 1969,

Program Evaluation

Since the purpose of the program was to enhance the

+ school performance of children from very poor families, -

the true test of its effectiveness will be their actual
school performance as compared with that of children
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who are similar in other respects but did riot experience

such a program, This kind of comparison will be con-
vincing only after the children in the experimental group
-have had enough time to accommodate to a “‘regular”’
school situation and have progressea at least through the

fifth grade. Some soundings along the way are available, -

however, in thé scores of intélligence"tests adminlstered

'since the beginning of the nursery school program, .

~ schoo) achievement tests administered in the second and
third grades, and in the grade placement of the EG and
CG children at the beginning of the fourth grade year.
~..Since the 'tests administered by the project are de-
<signed to assess school-related skills, they serve 2 rough
and by. no means conclusive predictors ‘of potentlal
school achievement.!® The school achievement tests are
useful lnd:cators of relative performance, However, aside
from any questions about their relation to actual school
performance, the achievement test scores are somewhat
confounded by the efimination of the least pronent

children from CG, through failure to be promoted from -,

first to second grade, while EG was artificialty kept in-
tact through the second grade year. This pdssible distor-
tion was partially corrected the following year by the
failure of some children in £G to be promoted from
‘second to third grade. However, the school achievement
test was administered rather early in the third grade year
{November) when a number of children in EG (accord-

mg to the reports of their parents) were still struggling )

with problems of transmon to a new school and a new,
unsheltered school situatlon, :

Slmnlarfy, the relative proportions of children who

. failed to be promoted may be subject to later modifica-

tion, since CG had been subject to possible non- pro-
motion fout times and EG only twice.

For all these reasons, the present measures must be

* regarded as provisional and subject to confirmation or

revision when the children reach the later school grades.

Two conclusions, however, are already firm and un.

likely to chapge substantially. One is that, to paraphrase

a comment by Weikart concerning a similar program, the

results so far are not- as discouraging as might have been

feared nor as entouraging as had been hOped11 The

other is that to evaluate such a program merely by com-
paring means for an’experimental and a comparison
group concea’s as much as it reveals. Only by subgroup
comparisons can a program be adequately evaluated.

1°For convenlerce, these WI|| be referred to as '‘project

tests”, —
TWeikare, 1967. . .

The remamder of this chapter will be devoted to
documenting these. concluslons and discussing some re-

"~ lated implications‘for programs and for program evalua ~

tion,
g

Proj 1ect tests ‘ .

A battery of tests has been admlnlstered to EG and
CG every year, from 1964 through 1969. The Stanford-
Binet Intelligence Scale (1960 revision) and the Peabody
Picture Vocabulary Test have been. included ‘in each
round of testing. During the nursery school phase two
additional tests were included: the {llinais Test of
Psycholinguistic Abilities and thirteen subtests of the
Mersill-Palmer Scale of Mental Tests. After the children
entered kindergarten, these two tests were discontinued,
and the Goodenough Draw-A-Person Test was sub-
stituted in the testing rounds for 1967, 1968, and 1969.

Thus, for almost all of the 96 chlldren in EG and CG, ..
there are available the results of two tests administered,
six times at yearly Intervals (1964-3969), of two otllers
administered in the three early test rounds (1964-1969),
and of one otherin three later test rounds (1967 -1969).
One verbal subtest of the Stanford Achievement Test
was also administered in 1969,

Or. Norman Milgram (Cathotic University, Depart-
ment of Psychology), on the basis of previous experience .
with children of this age and socio-economic level
selected the -tests and directed their. administration.
Graduate students, numbering from four to eight in the
various years, administered the tests. All of these stu-

dents had participated in a training practicum during. -
which they used the tests with disadvantaged children of - -

appropriate ages. In each round, some of the testers were
Negroes  and some. were whlte The* majority of the
testers were women.,

During the first two years all testmg sessions were held
at Howard University. Since the children in EG were
brought from the nursery school by a staff member,
while the others came in from outside with a family
member the testers were clearly aware which children
be\onged to each group. Whether this knowledge would
constitute an advantage or a dlsadvantage cannot, be.
ascertained. The director of testing believes that it had

no effect. Some disadvantage for EG may _have been_,,‘,.

“involved in the occasiondl need to interrupt a child’s
lunch or his nap in.order to meet the testing schedule.
"During the next three years, testing sessions were held

at the George Washington University, and every effort —
was made to avoid |dent|fy|ng the children as belonging =

to EG or CG. Analysis has not reveafed any changes in
' 73 .
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relative scores that seem related to the difference in the
testers’ awareness of EG and CG identity. This does not

v performahce, |t Is possible to acceot them as adjuncts of

evaluation, even while regretting our own faiture to have.

meéan the absence of such an influence, but merely that '

its \:Irrectlon and magnitude remain unknown. In any
case, it is reasguring that the later findings, beginning
with 1967 are nét subject to concern on-this score;

. They are, of course, subject. to other kinds of
- concerr& the major one being thé nature of the tests.
. They were. used because in - the judgment of the

consultaht they were the best available. This does not

obviate questions about the extent to wh;ch test findings.

-reflect- the school-related ‘abilities of these particular
children.- No effort will be. ‘made here to entér into this
complex problem; but its-existence cannot be ignored.

Concern ibout the “real meaning' of the test results

"has been reibforced by analysis of testers’ systematic:

ratings, indiyj ual test protocols, and group means, That

~especially in the -earlier records. That some language
problems contifued is also clear, not only from the
records but also *rom conversations with the testers. One
example occurred when the children were in first grade.
During the test selsion, a child was asked to give a word
that rhymes with\“redi” He gave no sign of under-
- standing what was wanted. Finally his face it up and he
said, “Oh, you e
said, "Why, ‘haid;’ of course.’

Such an incident, and others like it, give grounds for
serious " thought, They also suggest
foundation provided by a single round of testing, or even
by testing limited to one *'before’" and one “‘after' test
round. The present rn:iance which provides a series of
six sessions, offers opportunrty to review the level of
each child in “succeedipg -years: afd to form some
estimate of his ‘“true” Jevel of performance on these
“tests. Some children maintained rather stable levels from
year to year. Some varied in an ®rratic pattern. Others
showed children, after achieving Tevels far above the

" group norm, showed 3 striking decling in test scores that
seemed to reflect family stresses and crises which were
known to the research staff. One of these was the child
who gained the largest number of 1Q points {45) on the
Stanford- Binet during nursery, school, 3ank from 122 in

mutual |anguag§e‘ problems existed is abundantly clear,

. 1966 to 108 after secchd grade, and failed to be

promoted at the end of third grade.

Whatdver the defects of the tests as reﬂectors ofa
child'’s ipnate ability, they do offer some estimate of his -

"cornpet nce in the skills required for gratifying school
" perforhince~inclading the ability to take tests. Since
" the stai'ed purpose of the project was to enhance$choo!
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Craid'.” The tester nodded and he -

the dubious .

',drscovered or devlsed more conclusive measures. The
" regret Is tempered only mildly by knowledge that we

already have some basls for comparing what the tests say
“achild can do with what his teachers say he is doing, and
that as time goes on this basis will be enlarged and made
more firm. .

The Stanford-Bin,et lntelligence Scale was chosen, and -
used throughout the program, because it is one of the
<best constructed, ‘best standardized, and most widely
used tests of rnteilagence avaitable. For these reasons,
and because space is !rmrted the resuits of projeét tests
will_be limited to that one, reserving the findings from
the whole battery for later full report. 12 Accordingly,
all 1Q scores given will be derived from the Stanford

" Binet Intelligence Scale (1960 revrsron)

The Peabody ?rcture Vocabulary ‘Test has also been
used -fn: dich -testilg round. However, its scores have
varied surprrsrngly enough, and have conflicted with the
findings of other tests .and “of school records often
enough, to raise’ serious doubts about its contribytion to
this kind of evaluatron These doubts are reinforced by
our own item analysrs and by the experience of some

other investigq‘tors~a|though still others report that It -

has served satisfactorily. Our doubts are further rein-
forced by the fact that the correlations of the PPYT
with the various school measures are substantially lower
than those of the Stanford-Binet. it should be added that

~ the Draw-A-Person Test contrrbuted little to the analysis:

for this partrcuiar prolect - .

/
. 4 c

IQ Means, Experimental Group
and Comparrson Group

‘Mean [Q scores will be presen:ed in a series of figures,
for which -the corresponding - tables will be found

. throughout this Chapter. The mean scores for total EG

and CG throughout the five-year period from the
beginning of nursery. school through second grade\re
shown in Frgure 1 and Table 1. .
At the outset of the program, in 1964 the mean I
score” of CG was 4 points higher than that of EG,
‘although the difference was not statistically signif- ‘

i

| ) . :
13ThHe published feport of the nursesry school years presents

findings for all the tests used before 1967, Kraft et al., op. cit,

L
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“licant.'® At the end of tHe nursery school program, in - The efﬂacts of preschool enrichment programs are
* 1966, the mean score of EG (96.5) was-significantly often, reported in terms of IQ point grains, The ‘mean
above that of CG, and this level was maintained through grain in |? points of EG was significantly larger (1=4.93,
kindergarten. By the end of the second ‘grade year, p < 001} than that of CG, for the years 1964-1966 and*
however, the mean scores of both- EG and CG had also (1= 294 p < .01) for the years 1964-1969. The
declined, and the difference was no Ionger statlstscally losses of:the two groups in the yeats 1966- 1969 were
significant. . not slgnlficantly different,
~The dedline in 1Q scores for both groups after 1967 i is. Since’ EG began four points -below CG and since it
a phenomenon that has /ome to be famlhar in other later appeared that some initial ‘scores in both groups
studies of low-income chifdren.!* Some |nvest;gators were spurlousiy low, comparison of medn points gained
attribute it to the fact that successive levels of the  seems less rl[ummatlng than comparisons of later score
Stanford-Binet test become incréasingly verbal, and that levels and change patteins. Moreover, there appears to be -
‘verbal facility and communication pose major problems a tendency, on the whole{ for those with lower |n|trak
for children from very . low -income families:!® Some soores to gain more points than those who begin hlgher
attribute it rather to deficiencies in the. tests, and some - on/ the scale—a tendency that may not be wholly:
N < Y the nature of the public school experience. All three accounted for by spunously low initial “scores.! 7 For
N elements may play their part. The fact remains that both . these reasons, although mear; gains'in 1Q pomts will be
“EG and CG showed a joss in mean IQ scores, after noted from time to time, mo?e emphasis will be ptaqed

-

entering the public schools. . " on scofe levels and patterns, especlally in the latest ,ear
That both-£G and CG showed gains during the first ‘_avarlable 1969. . )
years of. the program may well result to some extent’ This reasoning prompts a questlon about the pro-,

sfrom expetience in test-taking. Since school achievément portions ‘in each group who 'at_the end of the second -
depends in some measure on the ability, fo take tests, ~ 8ade year {1969), fell within or above the “normal”
. and since présumably the effects would operate similarly ~ -fange, generally assumed to lie between 90 and 110. At
- for both groups, this probability can Qe recognized with- the end of 1969, 60% of EG and 37% of CG scored 90
out dlsmay—but nevertheless must be récognized. It is of above—a statistically srgmf‘cant difference {(chi square
possible-also that CG responded to some extent. =4.93,df =1, p< 05)
The slmnar droop of the two lires from 1967 through ) C
1969 suggests that the program did not protect EG from S"“?‘?' achievement tests I
the . loss in mein IQ score that has been reported so .  Two tests weére adminisfered by thé public schools: .
often. What it did, apparently, was to provide a hlgher- , The Metropolitan -Achievement . Test: (MAT), was given
level from which to descend. -Iv the present’ pattérn™s to all second _grade pupils 1t the end of the school year
continues, the mean scores of EG-and CG may conveige.  (1969); and ' the Oo[nprehenswe Test of Basjc Skills -
Whether this happens remains to be seen. Project tests (CTBS) in November; 1969~ that, is,. near the begmmng
were not administered at the end of the third grade year » “ of the third grade year. '
but are planned for the following year, Since at least ohe "MAT.'8. Scores are available for 28 EG chrldren and .
¢ project has reported that the apparent effects of a 40 CG chlld'reh Eighteeh' CG children-were- omitted -
. preschool enrichment program were more perceptible i in. because they had not been promoted “from first to_
fifth_grade than in first grade the question remains™ * second grade, and the others were absent from school or

open.'¢ o ,‘ ' attended parochial or Maryland schools which did not

¢ i

.
- ’ | e
i Lo ]

"The .05 level of slgnlﬂcance has been selected as “our a . .
critérion, and any difference designated as statistically signficant and p, not Incfuded 1n the text, may be found in the tables. -
will meet or exceed this level. Differences faliing-short of that ‘. V4Gray and Klaus, 1969; Larson and Olson, 1968; Weikart,

level will be regarded as non-significant. A number of the differ- op. cit.

ences to be reported do fall short _of the .05 level, but over the '$Cronbach, 1960, . ' C
five-year period, form patterns too onsistent to be dismissed. "¢ Deutsch and Brown, 1964, o
The gjgnificance of differences in mean scores was measured . 17Kraft et al., op. cit.: Appendix; :
by t tests, and chi square was used to test differences In pro- ~ ¥8The MAT and CTBS sublests are reported below in con-

-portions of children within vanous classrﬂcapons. Values for t nection with subgroup anatysis.
76" R o . o '
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administer the test. Since’ the childien in . EG were
arbitrarily kept together through the second grade year, -
the absence of children judged to be less proficient in
"schooltclated skills may have raised the relative score
level of CG somewhat,

The mear scores of EG as a group were slrgwtly d)o’ve

CG on four verbal subtests of MAT, and in one of these

the difference reached statistical significance. However,
EG was hon-significantly befow CG in arithmetic.

CTBS. A new test, the CT8S, was administered to aH |
third graders in the public schools of the District of |
Columbia in November of 1969.'® By this time, several.
more” children in CG and some in EG had fa{!éd of
~ promotion, so that any effects of removing the fess -
" proficient children were also diminished. Whether- the
test perfotmance of the children in EG was affuted by
transition problems cannot be determined. In any case,
" the mean scores of EG and CG for the three verbaland

“ four arithmetic segments of CTBS were very neas to
identical.

Children at or below grade level

_if, at the end of the «chool year, a child is promoted
toe the next higher grude, the probability is that' the
teadter thinks he is ready to move a step higher. There

are exceptions, of course. He may be promoted because

_he is considered too old to spend arother year in
same grade, or there may be some other {'eason for 2
“courtesy” promotion. On_the other hand, if bhe is

-tained for another year at the same grade level, there is
little doubt that the teacher ﬂnnks he is pot rcad) for
the next one.

Oxdinarily, pfomouon of retention would seem to be

the xid test. If the proportion of EG chikdren at or
above grade level is substantially larger than that of CG,

it should be relatively comincing evidence that the
program had been helpful. 1n the present case, however,
there have been only two opportunities to deny pro-
motion to the childeen in E£G, while the childeen in CG
have been subject to retention since their kindergarten
year. Therefore, the proportions at or above grade level
must be viewed as peovisional until the EG children have -
.-been in a regular school situation for several years.
Nevertheless, aithough figures on grade placement may
not tell the whole s!ory, they do tell an imporntant pm
of it.

When the children began the founh gnde year
(1970}, 67:: of EG were at the exprected pade level, as

' compared with 53% of CG. That is, one-third of EG and. |

over onc-half of CG were below grade level af the end of -

/the third grade year. That such proponionsl have come '

to be proverbial in inner<ity schools dc?es little. to /
| mitigate their impact when_they involve children who;

| over a period of more than five years, have been known
o the research staff as responsive and apparentiyJ

“normal’’ little human beings. |
ﬂut the Stanford-Binet scores have some pied:cuve

va!ue is evident in the fact that the correlation between !
the - 1969 -mean scores and grade placement at the

_ beginning ‘of the fourth grade year i 130, That the
‘prediction-is merely approximate is shown by the rela-

tibely small size of the correlation coefficient.

The three prime variables

The “further our analysis has proceeded, the more

 evident it has become that the total group means mask a
- number of striking subgroup variations, 'within -and

between EG and CG. These subgroup differences, in
themselves, do not tetl bow to modify the program to
give more help to the children who have benef ted least
by \he program they experienced, or how to enhance .
and solidify the benefits for those who have gained
most. But they do indicate which kinds of children have -
responded more and which less to this program, And, as

..an experienced investigator remarked about a very
different program, “in that 'Whlch the 'how may be
concealed o

In the present analysis, three variablet show strong .nd
systematic relations to patterns of 1Q scores: sex, initial
IQ (11Q), and socio-economic status (SES). These three
variables differ basicaily. Sex and SES—unlike 1Q

- score—are -independent variables. Classification by sex

imolves a natural, unequivocal 'dichotomy., HQ is a first
application of a measure used in assessing the outcome
of the project and like SES, represents a crude estimate,
subject to varying and disputed deﬁmtlons and assess-
ments. .

Very. exly in the analysis it became apparent that, . -
although £G and CG were generally comparatle, the
proportions of EG and CG falling within the classifica-
tions based on the three primé,variables differed in
important ways. :

Sex. Both EG and CG had about thc same propor-

* tions of-boys and girls, with two more girls than boys in -

EG and four more in CG. _However. the numbers of each

s fc_tsg./mcraw Hlt 1970,

3%Witmer, 1960,
77
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sex falling within the dlfferent IIQ and SES classi-

fications varied considerably.

Initiol 1Q (11Q). The median of the 1964 1Q scores
was slightly above 80 fér CG and sllghtly below 80 for
EG. In order to use. the same cutting’ pomt for both

_ groups, a mean-of the mediur.s was actepted.’ Initial

scores of 80 or over were classified as “higher 11Q" and
initial. scores under 80 were classified as '‘lower IIQ L
For convenience, thé children in each c!asslf'catlon will
be referred to as *'Hi- IIQ s and “Lo-HQ's.”":

This classification results in identical méans for the
high and low classifications in EG and CG in 1964,

However, the proportions of “Hi-}1Q's" and HLo-1Q's” ‘

-are quite different, the majority of CG (42 or 66%)

being classified as Hl [1Q and the majority of EG (17 or
57%) being clasS|ﬁetI as Lo-11Q—a difference obviously
to be reckoned wuth In addition, the two $1Q levels in
CG divided rather evenly between boys and girls, while
in EG twice as many girls as boys were Hi-11Q and more
boys than glrls were Lo-11Q. .

) EG cG?
{ HENQM 4 20
Hi-lIQF 9 22
Lo-1IQ-M - 10 1
LotIQ-F 7
ofIQ N [
SES. Since classification by SES within a low-income
- greup is less familiar than classification by tex or 11Q,
and since SES reveals important relations to patterns of

¥

1

Il

IQ change, it requires somewhat extended com‘ment

The method used to divide EG and CG into higher
and- lowdr SE$ classifications combined the, number of
years of education of the chllds mother with the

- person- t&room ratjo, Mother’s educatlon rather, than

i.
|
|

father’s was used for two reasons: (1) both theory and

observation suggest that during a child’s earliest years,
the mother’s influence is likely to be more direct and

. more perceptible than the father’s; (2} the number of

r .
vy

" ‘component is much!wider tha

.
absent fathers was lafge ; the outset of the program and

“ increased as time went on.

As developed, the method has two advantages the
'use of relatively ob]ectlve and easily obtained indicators,
and a classification 'that cdincides with subject judg-.
ments about the famlthes we have come-to-know over a
period of several years.?? Because the range of one
that of the other, the’
mother's education eontrubutes bout twice as much to

' the SES rating as does the perspn-to-room ratio. This

seems to us a reasohable welghtmg, and the opinion is
supported by the fact that it produces SES classifica-
tions which colncnde with the subj tive ratings of the
families we know best. If the tw§ccomponents were
equalized by welghtmg, several fammes in both EG and
CG would be transferred to the “wroné" SES level,

When EG and CG are divided by SES level, a majority
(60%) of EG fall within the lower SES élassification and
a majority (61%) of CG are classified a\s higher SES, a
difference in proportion that is substanttal although not
statistically significant. For covenience the two levels
will be referred to as “Low-SES" and “Hi-SES,"”

‘although the families called 'Hi-SES” are'high only in

relation to the families called “Lo-SES."” iIn a broad,

-three-way classification cf thy nation’s popu\aupn most

of them would fall below the “Middle-SES."

G . ¢
HiSES| ~ 12 40
Lo-SES' 18 26

Analysis of census tract information and recent
economic o: demographic developments in the tracts
involved ‘offers no explanation of the subgrou differ-
encés between EG and CG. In Jieu of explanation we
resort to the salutary reflection that a broad control for
income doed not control effectively for socio-economic
differences, especially within a low-income population,
where relatively smaII dollar differences can substantlally
affect level of llvmg '
|
|

i

I i
31 The size of 1Q-F is only 3? because two CG girls were not
tested in 1964. Their scores In subsequent years ranged between

1 70and 85, :
1376 gbtain the SES rating for a tamily, persorrto-roorq
ratio was erted into a sinde number, dividing the numeratot
“"{number df people) by the denominator {number bf rooms).

Years of gducation for mother- were used in reverse o corre
spond with person-to-room ratio, in whleh low number repre-
sents high! desirability, Accordingly, O represents “'more than

78

!
: : - |
high school education’, 1 stands for completion of high schoof,
2 for eleventh grade, and so on. This number was added|to the
number representing person-to-room ratio, The resulting figure
represents the SES rating of the family,
Agaln, the medians of EG and CG differed stightly in favor of

' €6 and, as with I1Q, the mean of the two medians was ac¢epted

as the cutting point for the two groups.
3"Hirzog and Sudia, 1970,
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"Subgroup variations 4 ¥

Figure 2 and Table 2 show the 1Q scores of EG and

CG as related to the three prime variables. In four of. the -

six cbmpansons one subgroup remains consistently
‘above the other; and in al] six, one remains above the
< other after 1966. In each comparison also, the mean
score of EG is higher than. the mean score of the
- corresponding subgroup in CG, In“1966, at the end of
the nursery school program, these differences are statis-
[ticalty “significant for ‘all the subgroups.except the
Hi-SES. In 1969, at the end of second.grade, the

. ‘difference is statistically significant only for the Hi-SES .

.subgroups. The fading out of significance is obviously
related to the decline in EG gains observed in the total
group means, as well as in the subgroup curves, .

At the end of nursery school (1966), the two SES
levels in EG scored about the same. However, the Hi-SES
- children continued to gain during the kindergarten year
{1967), while the Lo-SES children-were losing. Thus,
although the mean score of the Hi-SES declined sharply
during next two years, it showed nonet loss between
1966 and 1969, while that of the Lo-SES children lost 8
points. Over the five year period (1964-1969), 8 of the
12 Hi-SES children (67%) showed a net gain of 15 or
more points, while of the 18 Lo-SES children, only §
{28%) showed that much net gain—a statistically signifi-
cant difference (chi square = 5.2, df = 1, p <.05).

The timing of gains during “the nursery school

S

b- program (1964-1966) adds interest to the difference in _

1969 levels between the SES subgroups in EG. The
Hi-SES children made most of their mean 1Q gains
during the first year, while the gains of the Lo-SES were
rather evenly divided between the two years, At the end
of the second year, the investigators wondered whether
the Hi-SES children would have bgnefited as much by a
one-year as by a two-year program.®* However, their
continued gain during the kindergarten year argues
against that speculation.

That the Hi-SES children; starting ay)nearly the same
point, should gain Substantially more than the Lo-SES,
and retain more of their gains, is an unexpected
difference in response to the psogram. That both Hi-SES
and £0:SES subgroups in CG had about the same mean
- scores in"1969 as. in 1966 underlines the role of the
program in emphasizing SES differences within EG. .

-

34Rfaft et al,, op. ¢it.

WL,

%

Inter-refations among the three prime variables

$

The patterns that emerge when the three prime
varjables are related to each othér demonstrate that each
of the three is important in its own right, and also that
their importance varies in different comblnations, -

The size of the numbers involved discourages efforts
at simuftaneous .control of the three variables. It s

feasible, however, to view them in pairs. Whén«this is -

done, twelve subgrouplets result. These numbers also are

* very small, and few differences between or within EG

and CG ire statistically significant. However, the regular- -

ities are too consistent to be dismissed. Moreover, some
patterns seen in the mean scores of tHé project tests are
conspicuous also in those of the school achievement

tests and in the propomons of chﬂdren at or below .

grade leve! in 1970,

_Full presenlauon of all the comparisons would
‘exceed the limits of available space a::d reader tolorance.

It is possible, however, to indicate a few outstanding ’

~features and to state a few proportions derived from
detailed analysis, ‘w:th some supporting evidence for
each. %

11Q and SES. When HQ is related to SES, some
striking patterns of change in mean 1Q scores result, as

“represented in Figure 3 and Table 3. Analogous patterns,

apparent when sex is related to 11Q and SES, will be

referred to but not presented graphically. (Table 3)
The most dramatic change pattern in Figure 3 is that

two points of the lowest mean scores for 1964, they rise

- of the Hi-SES-Lo-1Q children in EG. Beginning within

to the highest mean (108) for any subgroup, and-in.

1969—despite the substantial decline shared with most

of the others—they score slightly” above all the o!hers,‘-"

.including the Hi-SES-Hi-11Q’s, =
It is noteworthy that the Hi-SES-Lo-1Q group in CG ,

{ is one of the two CG groups to gain most, although by
: no means as. much' as the corresponding group in EG." -

Desplte the small numbers, the dlfference between-both

r

the scores and the net gains (1964-1969) of the

'Bi:SES-Lo-11Q children in EG and CG is statistically
significant in 9969 " (for gains, t = 2.23, p < .05; for
scores, see Table 3). Moreover, within EG, the difference
between the mean scores of the Hi-SES and Lo-SES
“children classified as Lo-1Q is also srgmi.\,ant in 1969 {t
=234, p < 05}.

eOnce again, the influence. of SES is apparent in the
differences within EG and CG; the influence of the
program is suggested by differences between EG and CG.

81
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SES, 11Q, and Sex. The subgroup comparisons
summarized in Table 3 include three sets of paired
variables for EG ‘and three for CG, with four means in
each set. In 1969, in each of the EG sets, three of the
four means were above 90 and one below, while in each

. of the CG sets three of the four were below_90 and one

at or above 90. Although in some other respects the rank

order differs for EG and CG, the lowest means, from~

1965 on, are the same in both groups: Lo-SES-Lo-1{Q’s,
Lo-SES girls, Lo- 11Q girls.

School measures’

In repo‘rting on subgroup variations .in the school
measures, it will be expedient to consider both the six
subgroups based on the three main variables and the

twelve sub-subgroups derived by inter-relating these:

three, making a total of eighteen each, for EG and CG.
For convenience, all will be referred to merely as
subgroups, except where clarity requires differentiation.

Al ‘comparisons will be between or witkin EG and
CG, -and not with national norms for the school
achievement tests. In general, both EG and CG-like
other children in the inner<ity schools of Washington,
D.C.—scored below national norms for large cities.

., .
MAT, The Metropolitan Achievepment Test, adminis-
tered near the end of the second grade year, includes one

subtest in arithmetic and four in skills-related to verbal
ability. Except in arithmetic, comparison of mean scores
for subgroups (as for the total groups) consistently
favors EG (Table 4). On the arithmetic subtest, however,
the majority of the comparisons favor CG, and one of
these reaches statistical sigificance.

In the verbal, or “Reading,” subtests of the MAT, the
EG subgroups for the most part scored higher than the
correspondmg CG subgroups, and in fourteen of the

comparisons”their advantage reached statistical signifi- -
- cance—four of them at the 01 level of slgmf'cance de-
splte the small numbers

A counl of this "type - obviously includes much
duplication, since each of the three primary classifica-
tions—-and each of the children within them—re-appears
in a2 number of combinations. We view it as a useful
comparison, nevertheless, since the same duplications
occur for-both EG and CG, and the variations help to

indicate the relation of each component to response to .

the program.

o

'84_ ’

CTBS The Comprehensrve Test ‘of Basic Skils,
administered early in the third grade year, includes three '
arithmetic subtests, an “'Arithmetic Total,” two reading
subtests, and a "Reading Total.” ' Although the total
group means of EG and CG were very similar, a number
of -differences appeared in the mean scores for various
subgroups, some favoring CG but more favoring EG
(Tabte 4).- ‘

As -in the MAT, EG performed less well in- the
sections related to number than in those related to
verbal sKills. The mean score comparisons in arithmetic
favored EG more often than CG, but three of the
comparisons favoring CG reached statistical significance.
All three of these were in the one arithmetic subtest that
fared far worse than in the two,(Arithmetic Concepts”

" and “Arithmetic Application”) that |nvolved the ability

to read and understand. .

In the two "Reading subtests and. the ‘‘Reading
Total,” the great majority of subgroup comparisons.
favored EG, five of these reaching statistical significance,
and four others approaching it. ‘

MAT ond CTBS. A number of pomts emerge from
subgroup analysis of both school achievement tests:

I. As compared with CG (though certalnly no: as

- compared with nationa! norms), EG did,re!atwely

v well in the tests of verbal SkTS and com-

_prehension, but less well in the te {s of number

skills. .Of the 15 statistically significant differences

favoring EG, not one occurred in an arithmetic

section of MAT or CTBS; and of the 4 statssncaily

slgnlflcangdrfferences favoring CG, not one occur-
redina verbal section.

2. The failure of EG to compare well on arithmetic .
tests may relate to the empHasis on verbal skilfs -
throughout the program, apparently at the ex-
pense of proficiency in arithmetic.

.

3. Among the six main subgroups the medn scores of -
the Hi-11Q's and Hi-SES’s in EG for the mostpart
were substantially higher than those of the Lo-
subgroups within EG, and higher than those of their
counterparts in CG. The.Lo-SES's and Lo-11Q’s
somewhat less often outscored, and occasionally
averaged lower than, their counterparts in CG.

4. Although the main Hi-SES and Hi-1lQ subgroups’
tended to have relatively higher mean-scores, and
the Lo-11Q and Lo-SES to have relq,twe!y Iower '

“
-
:
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LEGEND )
P o Favoring EG ’ Ditferences : ‘ . ' Fivovim CG
- ANon"siohIﬂcam . L S
g . Significant at .10 level . : ~
* Significant a1 .06 level . a B
s o " Significant at .01 level : 4 -
- . 0 No differance bstween EG and CG
FOOTNOTE L - . e
) School Achjevement Tem t' values of differences batween EG snd CG that
P = gre statistically _slgnlhcam at or beyond the .05 leval: H
' MAT Differences favoring EG
"] HFSES: T word Knowledge, 2.37; Word Discrimination, 2.49; _ r
’ - Spetling, 3.03
Lol - - Word Knowledge, 2.61; Word Discrimination, 2.54
Girls: - Word Knowledge, 2,20
Hi-SES Girls:) Word Knowledge, 3.71; Word Dhcrimlnaﬂon, 2.147;
Spelling, 3.44
’ HI-SES-Lo-11Q: . Word Discrimination, 3.63; Reading, 296 Spell-
. ing, 3.86 )
HHIIQ Girlg: . Word Knowledge, 2.55; Spelling, 2.20 et
. _MAT Differences favoring CG ’
Hi-11Q, Boys: Arithmetic, 2.63.
‘ - CT8s Differences hvorlnq EG . . ' L
Lolia Totel Reading, 2.88 ' e
HnSES—Lf)—HO: - Total Reading, 2.62
Lo-11Q Girls: Reading Comprehension, 2.42; Total Reeding, 3.66 ,
CTBS Differences favoring CG
LoSES. . Arithmetic Computation, 2.09
Lo-SES Girls: Arithmetic Computation, 2.25
Lo-t@ Gint:. Asithmetic Computation, 3.14 -
ones, the Hi-SES-Lo-11Q sub-subgroup in EG'out- ~ project and achievement tests. Their scores on the
shone all others in the school achievement as well school achievement tests compared more favorably
as in the project tests. Their mean scores were with those of the EG boys than might have heen
either the highest or near to the highest in all expected from project test results. The higher
verbal and arithmetic subgroup comparisons, - mean scores of the girls are in line with the general
except for “Arithmetic Computation.” They were. expectation that little girls will do bettd in school
involved in four of the statistically significant™ - than little boys. However, the contr, tbetween
‘differences favoring EG, and two more that the school achievement tests and the- bro;ect tests
approached significance. e _in this respect invites speculation about the differ-
‘ ing response of little girls and little boys to the
. The EG girls, on the other hand, provide the main , xhool situation. Possibly the boys, more than the
example of contrast between patterns in -the girls, missed the individualized response they had -
. . ¥

“ERIC

P2t rex providod exvc
N g

TABLE 4 (continued) R
SCHOOL ACHIEVEMENT TESTS -

s . . v )
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EG girls (Table S).

received both in the earlier pr'ogram‘ and in thev

project test situation.

. The CG girls were less hkely than the EG girls to
compare favorably with the boys in CG on mean
scores in the school achievement tests—a’ dif.

- férence not in line with the,general e‘xpe’ctalion
just mentioned.

Grade Plocement. Subgroup differences’ between EG

and CG in the proportion of children at or below gradeo

% level at the beginning of the fourth grade year are also

* more striking than the differences for- the total group,

although only one comparison reaches statistical signiif-
icance (Table 5). In all except one, the proportion of
children at the expected grade level was higher for EG’
than for CG, The exception was that the proportion of
CG girls was very slightly higher than the proportion of
Recurrent subgroup differences

Lo-SES girls by Lhree to two,

suggest that lheadvantage of CG In this instance relates:
to the fact that In EG there are twice as many Lo-SES as-
Hi-SES girls, while in CG the Hi-SES girls outnumber the

»

Although it Is often desirab!e to ev;(phasize the
positive, in this case the dramatic facts call  for a negatiye
statement. It is horrifying to"sez that over two-thirds of
the CG boys are below grade level, and that alittle over
one-third of the EG boys are below. it is hardly more
cheering to find that haif of the Lo-SES children in EG

_are already below grade level, after only one year in

regular school classes, and that nearly two-thirds of the
Lo-SES children in CG are below grade level. If one
considers the effects of the preschool program, the
proportions are far too similar for comfort. And if one
considers the children, ‘without regard to the program,
comfort is nonexment

TABLES
GRADE PLACEMENT DURING FOURTH GRADE YEAR, 1970 n X '
. ) . .
M Percentin ~ Percent below ) \
‘ N. + * 4th Grade  4th Grade
_ EG CG . EG CG EG CG '
Total -.30 66 67 53 33 47
Boys 14 31 64 32 36 68
qur!s 16 35 69 7+ 3t 29
© . Hi-SES 12 40 92+ 65+ 8 3
LoSES - 8 26 5. 3 50 65
Hi-I1Q 13 =42 85 60 LU
. Lo-llQ 17 - 24 53 -42 47 &8 N
J ‘ : : - s
. Hi-SES &/or Hi-|Q 19 55 84"+ b§ 18 44
. LoSES/Lo-l@ .11 11 36 . 36— 64~ 64

N

+ Ditferences wnh/m EG and within CG thn are stnlsﬂcally slgnmcmt

EG: Hi-SES- msss chisquare=562 8f=1,p<.06

Hi-SES &/or Ht-HQ—-Lo-SES & Lo-11Q, chi square = 5.73, df »1,

p<.05

[N

CG: Girls—Boys, chi squor =8.79,df = 1, p<.01

*  Differences btwhen EG end CG that are statisticaily significant:

.
O

. HI-SES &for Mi-11Q~10-SES & Lo-11Q, chi square = 4,88, dt = 1, p<,05
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In line with diffefences in scores on the project and

school dchievement tests, only one Hi‘SES child (a boy)
in EG and only two ‘Hi-HQ children (both boys) are

below grade level, while 92% of the Hi-SES and 85%of -

the Hi-llQ vchlldren are at grade leve|. Although the
percentages' in CG are” fower, a significantly targer
proportlon of Hi-SES and Hi-l1Q than of Lo-SES and
Lo- IIQchlIdren are at grade level, '

) One of the most striking grade placement differences
is the much larger proporllon of EG than of CG boys
who are at grade level, a proportion much like that of
the EG girls—which is contrary to usual expectations.
One would like to believe that it shows the effects of the

program, and that thepro'gram ‘counteracted somewhat
the tendency of+little boys to regard school and learmng '

as ''sissy'? affalrs

On the whole, the non-promoted children in both‘
EG and CG were»hkely to score below the groups means:

on’the project_and schoo! achievement tests. However,
four of the five non-promoted boys in EG scored sub-
stantially above the _group means on the Stanford- Binet,
and- also above the niean for the promoted boys, suggest
ing that the school performance of this smali group was

definitely below their capacity. o p

Sex differences in scores E

When_ all the boys in EG or €G are compared with
all the girls, as in Figure 2, the mean 1Q sgore of the
boys is regularly above that of the girls. However, when
the sexes are also classified by 11Q, the mean score of the
Hi-IlQ girls in EG remains consistently above that of the

- boys, except for a_pearconvergence in 1968, (See Table
"3). Moreover, in a number of the subgroup comparisons
for the school achievement tests, the girls outscored the

boys——twuce as often in EG as inCG.2*®

Analysls of the various subgroup means has led to the
spequlation that the initial score(}for the girls,reflected
their potential test and schoot performance more
accurately than the initial means for the boys reflected

theirs. For example, at, first it seemed an unfortunate /

3

+

coincidence that the Hi- SES Lo IIQ subgroups in both
EG and CG were predominantly boys {5 out of 6in EG
and 9 out of 12 in CG). Fifrther analysis suggested that
this imbalance was no accident. On the average the.

~Hi-lQ glrls tended to remain above the group mean and

‘the Lo-11Q zirls to remain below it. Among the boys,

however, the Lo-lIQ's in bath EG and 'CG-but
especially in EG-were as likely to move above the
group mean in subsequent years as to-remain below it.

“And if the Lo-11Q boys were alsp Hi-SES, they were

- much more likely to rise above the group mean.

This impression is reinforced by several additional
points evident. ,n the Stanford-Binet 1Q scores: in, 1964
the differences between the mean sceres of the Hi -and
Lo-11Q's were statssllcally sagruflcant for.both the boys
and girls, within EG and WIlhld CG, and in 1969 the
difference was s?mfcant for the girls in both groups but
not for .the boys in either. group,“ the correlation
between the 1964 and 1969 means was higher for. the
girls than for the boys (.55 for the girls as compared
with 23 for the boys in EG, and .61 for the girls as
compared with .47 for the boys in CG); in 1969, the
mean score for the Lo- -11Q girls in' EG was below 90,
while for the other three sex-11Q subgroups the means
were above 90, Also, the Hi-11Q girls in EG surpassed the
Hi- IIQ boys.in EG on every school achievement test.

The greater dependability of -initiat 1Q scores Qg girls

' than for- boys- could reflect the -greater-docility—and

readiness to cooperate of little girls, or perhaps-a greater
maturity at age three. The ratings and comments of'the
testers in the initial (1964) testing sessions give
repeated evidence that the boys in EG and CG often
failed either to understand or to cooperate. Whatever the
explanation, however, this is a' finding to be reckoned
within any comparisons of gains or before-and-after
scores, especially when the subjects are very young
chnldren

The "Hi's"” and the ““Lo’s"

Analysis brings out a point that common sense might
deduce: a Hi-11Q is likely to be more reliable predictive-
of future test performance, than a Lo-1IQ. Poor motiva-

3% fwo earlier studies of Negro children in lowincome
families found the boys doing better than the girls in tests of IQ
and language development. (Anastasi, 1952; Brown, 1944}, How-
ever, on the whole, relevant findings are not solid orconsjstent.
A difference in favor of the boys has been found often enough
- 1o argue agalnst dismissing it as an idiosyncracy of the sample

" and sddom enough to call for further explonuon. .

" . i '
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3 EG: Hi11Q Boys-Lo-11Q Boys, t = 4.79, p < .001

1964 -
. HiQ Girls:Lo-11Q Girls, t = 6.70, p <.001 ’
< 71969 - Hi-llQ Girly-Lo-3Q Girls, t = 2,43, p. <05 - -
CG: 1964- Hi- -11Q Boys-Lo-11Q Boys, t = 6. 80, p <.001
* HHIQ Girls-Lo11Q Girls, 1=758,p<, 01
1969 - H" IIQ Girls—LoIlQ Glrls, =280, p <.

» 'y N ’



_doing his best in an initial test, but good motivation or

<

tion or cooperation can casily <result in a person not

cooperation would be less likely to make him do better
than his best. ‘

. . ;
The s_ubgroup means have alr‘éady demonstrated the
dramatic. gains.in mean 1Q scores of the Hi-SES-Lo-11Q

“children; and about half of the Lo.SES-Lo-11Q boys also
- gained substantially.
shows further that, among- the 13 Hi- {HQ ch:fdren in €G, -
only one dropped lower than thg initia' mean score for

|nspect|on of individual scores

EG as.a whole, while among the 17 Lo-11Q’s, 13 rose

- above it. That is, Hi-l1Q's weréTiore likely than not to

- rise above it. Remaining below it, in turn, was related

both to sex and to SES level. This observation cannot be
dismissed as involving merely regression to: the méan,
since it suggests which children are more and which less
likely -to gaih .substantjally. Analysis indicates further
that an iitial assignment to the higher classification,

_either in {1Q or in SE‘S was associated wlhh refatively

high scores in both pro;ect and achlevement tests in -

1969. . |

Repealed mstances have led to the generahzallor& th.str

a "Hi rating in either SES or "fIQ appears tofbe
“dominant” and a "Lo-'"" recessive, in the ense that a Hi-

- classification tends to win out over a Lo- one. In most of

the measures used, the subgroups cI'asgllf’ed as Hi- in
either SES or 11Q arelikely to resemble ‘those rated Hi-

.in bo!h more than they resemble those rated Lo- in

both. es L N\

The generaluzatuon receives support ‘rom the grade
level. status at the close of the third gra é%ar _Of the

children rated Hi-in SES and/ot HQ, 84% in EG were at - fiveyear ennch;nent program. It is also possible—ard

or above grade fevel as the§ began the fotnh grade year,

. as compared-with 16% be|ow grade leyel; in CG the

cotresponding figures are’. 56% and 4% That the
differences are more marked in. EG than in CG pre-
sumably relates to. SES inffUence on r sponse to the
program. Program effects are also suggested by the
statistically significant advantage of EG pver CG in the
proportion of Hi:SES andfor Hi-11Q chtfdren who were

_at grade level..No such dlfference appeaxjed howeter, in

"Lo’s” for EG and CG were identical for

the proportions of “Lo-Lo’s" for EG a
contrary, both the numbers and propartions of "Lo-
he two groups:
7 out of 11 childreh (64%) classified a3 “Lo-Lo™ were
below grade fevel. The identical numbet of Lo-Lo’s in
tyvo groups of such disparate size is yet ajother réminder

hd CG. On the .

-

s \

that groups apparenﬂy matched on demographic vari-
ables are not necessarily matched on elements essential
to evaluating a preschool program. (Sge Table 5.)

Implications for Program |

With regard to the program, two conclusions seem -

inescapable: (1) the experimental group did not benefit’
as much as had been hoped; (2} the “Hi-SES" children
{e8. the less poor), who resembled the middle class more

than did the "Lo- SES" were the ones\who beneflted

" most, . N

(1) That the mean scores of total EG and five of its
six primary subgroups were significantly above thosé¢ of
CG in 1966 and—with few exceptions—were not signif-
icantly higher ir{ 1969, either in the Stanford-Binet or
the school achigvement tests, demonstrates that the
prOgram was not enough to protect £G from the

“cumulative academic retardation” reported again.and
again for inner<city chitdren.?? (See Tables 2 and 4.)

The decline might conceivably be attributed to'v ,

limited ability on the part of the children, to the nature
of the tests, to characteristics of the pubiic school
situation, or to all of ‘these. That the chief cause lies in
the limitations of 'thé children seems unlikely in view of
reported school successes with simifar chijdren.?® Such
reports are limited in number, but frequent enough and
- convincing enough to persuade us that the children can -
learn how to learn if we can learn how to teach them.
We view the failure of EG to maintain initial gains more
as a challenge, to oufe educational effort than.as a
reflection on the potential competence of the‘children
It is possiblé, of course, that by the time the £G
chlldren reach fifth or sixth grade they witl show a more
impressive advantage over.those who did not have a

perhaps more hkely that they will have lost any

remalnlng advantage or will retain a negligible amount.

. Our experience in the' program as a whole (including
home visits, school observguons and interviews with
parents and teachers) has'.convinced us: that a young
pre hool\pqogram can enhgnce thé school readiness of
children; that for black |}merc|ty children such a
program probably requires mare specuallzed curriculum *

]

and teacher training than the traditional nursery scheo! . |

Jsually affords’ and that probably_ 7ven the most
* : ' f 1

J

! i »

37 Ctark, op. cIL, Kennedy et al., op cit.; Ostrne, op. cit;
St John, op. cit. i
"Clark 1970; Sllberman 1970 -,
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effectlve presehool program cannOt .provide . enough
N cognitive and motivational' support to enable inner<ity
childrén to reach' their atademic potential inour publrc
sthoo! system as it prevails today. ’

Thrs does ‘not imply that changes in the pubhc‘a

schools, however drastic,” would suffice in themselves.
Six years of experience with this’project have brought
home with ever- mcrngsmg force the important role of
/adeduate fodd sleep, clothing, and housing in a child’s
/' ability ‘to Iearn Family stresses are no less important,

intervention, and the meetlng of subsistence needs could’

help both in reducmg famrly stress and rncreasmg‘the .

© ability to cope with it.
(2) The differences in the response of Hi- SES ind
" Lo SES children to the program seem to us the most
challenging ele;nent in, our findings, for programs and
also for program evaluation. ,The children who were
closer to -the niiddle<class orfntation tended to reach -
higher lQ‘leveIs and to, retai} more of their gains, and
= showed simrlar advantage ﬁp scHool achrevement tests
and grade placements T #.Lo-SES childrén in EG

. achieved mewhat bettér r‘an ‘the Lo-SES in-CG on

* most: prd;ect .and achievement tests, but not in actual

o ~ grade placement or in number skills, Norwere their gains

commensurate with their academic needs, with program*
expectatmns & with the gains of the Hi: SES. ’

On the whole the SES dlfferences wrthln EG became - -

r}re marked than those mthln CG;su esnng that the
nfluence of SES s strengthened by exposure to an
*enrichment program. This indication, along with all the

* other SES differences observed, raises a question about

the appropriat¢ .target groups for preschool enrichment
programs The quesuon could be answer&i in_several
ways A
* It could be concluded that avallable resources should
be focused mainly on the children classnf‘eds as
“Lo-SES"—those Who are socrq,ecqnomrcally the most

: deprived. This view ‘would hold, that, since their needs

.90 o S

‘preschool enrichment programs ‘should be expended
" mainly on the 'Le-SES. It has often.been assumed also
that tHose who begin at the /lowest levels of test
- performance and school achlevement have most-to gain,
and therefore will gain most, from ennchment'programs

Our findings give only partial support to this view, since ~

the gains of those with |n|t|ally low IQ weré so strongly
associated -~ with socio-economic classification. Never-
,theless rt cou!d ke argued that the major effort shou!d

but they are less directly amenable to" constructive ;

el

be drrected to |mprovrng the school perjprmance of
those children who_ begin with the double drsadvantage
of very low 1Q and very low SES. :

On the other hand, it could be concluded that* our
limited resources should be focused .on the children
classified as “Hi- QES"‘ They are the ones who respond
most constructlvely to the kinds of prpgrams we ‘could
most - readily conduct on a large scale. If we "help the

" most helpable, in this vrew, “we can.most qurckly and *

effectively help the largest: number of children, graduaﬂy
‘reducing the 'size of -the target, group. Meanwhile,
..continuing rnvestrgatlorfcan discovermore e(fecuve ways
s helping the»smaller remarmng group that responds Iess
Yolthe ktnds of prograriis- offered todayr

further argument for focusing onsthe, “Hi- SES s" |
- “lieg in the “ripple effect”.: Interest in !earmng, and !
ability to l;arn, are to some extent contagious, s has |
been observed in the effects on siblidgs of successful
- preschool programs.?® -The children who-are hélped to'™
enhanced school achievement will influence those with
whom they are in contact, so that some of their galns
wnI “rub of " on others, . ..

" A third conclusion avould be that no effort should be
_made to focts’on either the Hi-SES or the Lo- SES, and
this is the conclusion to which we lean. ;. Perhaps lt is
based in part on a culture-bound re\/ulslon against
officially endorsed and enforced (''de jlire") class dis- .
crimination. But it is, supported. by's‘eveﬂl kinds of
evidence: research evidence that SES segregation can bg

. as unfavorable and undesrrable as_racipl segregation;®° |
experlence |ndlcatlng that a tract system is counter
producuve for children assigned to the !owest tract and
“possibly for those assigned to higher ones; evidence that
a child’s seif-concept tan affect his academic perfor-
mance for better or for worse; evidence .that ‘the -
expectations of others can affect his academic per-
formance for bétter of for worse. 3

We wolld favor programs desegregated econom rca!ly
and ethnrcally, including white and non-white children,.
.poor and non-poor, to the greatest extent feasible. We ~
would not establish quotas to accomplish this end or -
attempt to import.children from one neighborhood into
another in order to achieve:socio-economic balance. We
_ would merely locate preschpol enrichment programs in
. _ i

: ”Gray and K(aus,l969
305t John, 1969. .
. “Clark 1965; Rosen;hal and ]acobson, 1963,




" poverty {areas and open them to all appllcants,/ﬁeither
encouraging nor discouraging any soclo-economic or
ethnlc

 children) as-happened, for example, in the Rochester
schools.32 - In any case, the neighborhood s fikely to

provide ienough soclo- economlc mix for a2 good begin- , .

ning.

Teaching methods and SES The findings on SES
differences, combined with the message of total £G
performance and grade placement, we interpret to mean
that teaching methods In preschoof enrichment programs

- should b¢ different from those employed in our project. -

Just what changes should be introduced Is a question not
addressed by our data, which reveal only that the
teaching styles of the traditional middle<tass nursery
school, are apparently not well adapted to the learning
styles of most children from the very poorest families,
and possibly of some who are less poor. It may be
argued that a more excellent program of its kind would
have had more encouraging résults. But, whatever the
reservations about the specific program EG experienced,

it was probably as excellent as any of its kind as could
~be developed ori.a large scale. And, though we believe,
and their parents scem to believe, that children are
“better off with the program than they would have been
without it, we do not see ifs results as Meeting the need.

An approach more effective for the Lo-Lo’s might
weli prove more effective also for some: of the Hi-SES
.ard Hi-llQ's, and for some who are higher SES than any
in this program. Such an approach would need to profit
by the greater amount of research that has been done
in this area, including research rélating to language
differenced. It would also need to include scope and
competen%q on the part of the teaching staff, and
enough flexibility to allow for modification of teaching
methods to swit the special needs of individual children.

1t would require opportunity for special work with very

small groups of childrer, or with individual children.

This was, ih fact, done with EG throughout the project
. with enou h proflt to indicate its value but under
cnrcumstances that prevented realizing its full value.

Such an approach clearly demands a low teacher<hild
ratio and a schedule that allows for staff meetings and
conferences \with parents. A continuing problem in our
project was ihe excessive burden placed on thé time and

- energies of ' thc; teachers. Several who had long ex-

L1 Gross, 1970,

oups. If the programs are of high quality; some*.
. middleclass parents will probably want to enroll their -

perience teaching in middle<class nursery schools told us
during their-exit interviews that before the project began
they had no Iidea how much more demanding and
exhausting it would be to work with children less
“privileged” than the ones they were accustomed to
teaching. . _ o

If we had it to do over. Aslde from questtons of
teaching method and heterogeneity of the experimental
group, a number of modifications would have been
desirable in the program as originally concelved. If we
were now to design a project simitar in purpose, taking
{nto account what we have learned from this one, we .
would try to make additional changes. Some of them we

“did atlempt but we would try even harder to have:

® More effective development of verbal skulls, wuth
more individua! interchange of conversation be-
tween teachers and children.
® More emphasis on number skills during kinder-
. garten and first grade.
® Fewer, more -consistently present, and pbetter
" trained nursery school aides; more, and better
trained, kindergarten and primary school aides.
<« ® More carefully’ planned
introduction of the program Ynto the public school
system, to provide teacher ‘orientation for . the
difficult “assignment of communicating and inter-
acting with very low SES parents and children, and -
. to improve acceptance of such a project by the
school staff,
¢ More effective promouon '9{ teacher-parent
communication during the primary grades,. The
staff soclal worker experlenced some difficutty in
persuading the primary school teachers that it
would be helpful to listen to her|reports about the
home situations of the chlldreq Finally, toward
the end of the year, they understood what she was
trying to make clear to themi and exclaimed
reproachfully, "Why didn’t y:)\ tell us.all this
before?” :
& Fewer changes of school setting for the program.

Program features that we would de}'lnitely want to
retain include well-trained nursery school teachers, an
experienced, competent, and humanly résponsive social
worker on the staff, lransportation,} provision of
nourishing breakfast, lunch, and snacks,
periods, adequate spacé and facilities, land”a benign
though clearly structured scheol envtronmgent _

\
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Imptications for Program Evaluation

Comments concerntng ﬁrogam evatuation are based
on the assumption that the primary purpose of evaluat-
ing"a preschool enrichment program should be diagnostic
tather than actuarial. A country. that has so often
proclaimed commitment to lhe welfare of its children,
including thelr education, and has had: the benefit

~of evidence pointing again and again to thé Importance
of the early childhood years in an individual’s develop-
ment, has no further need to inquire whether it "pays”
to conduct preschool enrichment programs—especially if
it is also the richest country in the world. The need is,

rather, to discover what kinds of methods help what -

kinds of children, as one step toward learning how to
help more children and how to help children more.
The Importance of subgroups. The subgroup patterns

* and differences” that have been reviewed, along with

others not detailed here, provide basis for several
generalizations relevant to evaluation of preschool
enrichment programs:
& Since SES level within a low-incom¥&™group
strongly influences response to a preschool en-

richment program, and since ‘proportions of Hi- '

SES and Lo-SES children are likely to vary even
“between groups roughly matched on . demo-
graphic variables, a fruitful evaluation must con-
trol for with-In-group SES variations.

¢ Since patterns of change in 1Q score and also
patterns of schoo! achievement test scores show

- substantial differences between boys and girls, a
fruitful evaluation must include analysis of sex
differences in test scores and school measures.

® Since a good many, initial test scores are likely to
be spuriously low, especially for preschool boys, a

~ fruitful evaluation cannot depend only on com-
parisons of 1Q points gained over a given period; it
must compare change patterns over time and fina!
levets of test scores and school grade placement,
taking into account (though not depending mainly
upon) initial scores and performance.

® Since the tesi scores of individual children vary
from session to session, sometimes radmally, it s
desirable to obtain a series of scores on a battery
of tests, over a period of years, as a basis for
assessing children’s performance.

" Evaluative measures

Sihce intelligence and achievement test resulfs are
subject to a number of serious doubts, and even grade
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placement may be an uncertaln measure of school
performance, évaluation of a preschool program requires
more satisfactory measures In order to be fully con-
vincing and fruitful. Among the possibilitles are teacher
ratings of children, standard and systematically kept
report cards, systematlc observations of chitdren, and
in-depth interv!ews with teachers and patents.

The present evaluation has Included efforts to use all
of these although it has not been possible to Include all
In an abridged report, Thelr excluslon here, in favor of
* Htandardized tests,- reflects to some degree our own
dissatisfaction ‘with their - evaluative_contribution—in®
other words, dissatisfaction with the way we have used
them. Nevertheless, we remaln convinced that stan-

~dardized' tests alone are not enough for a fully satis-

factory evaluation. Moreover, we suspect that to be fully
fruitful an evaluation must include qualitallve ‘and
descriptive material as well as quantified findi

We believe that when more satisfactory methoc& of
evaluating preschool enrichment programs are achleved,
they will Include the kinds of materials just indicated, as
well as adcquate analysls of subgroup variations,
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CHAPTER 6.

THE KARNES' PRESCHOOL PROGRAM:
RATIONALE, CURRICULA OFFERINGS,

S

”~

-AND. FQ)LI.QW-‘.UP» DATA

" w

Merle B. Karnes, R. Reid_‘Zehrbach.‘and James A. Teska + -

AN v

In a series of preschoo! studies conducted at the Uni-

versity of Hlinois, Urbana-Champaign.Campus, over the
last five years, a highly structured, cognitive based cur-
" riculum was devetoped by Karnes and her associates. A
comparison of the characteristics of children from low-
income .families®with the experiences provided by the
traditional preschool program revealed the necessity for
deVelopIng a curriculum that would more appropriately
meet the needs of these chlldren Toward this end a
curnculurp’ was developed for 3., 4, and’ 5- -year-old
children from fow-income families, both black and
white.

~ Briefly, the curriculum is designed to be implemented ;,
4 classes of 15 to 18 p‘hildren taught by three adults

functioning under close supervision, Within the class-
room children ‘are divided into sma" groups. of 5to 7
each. These groups provide a setting in which a variety
of processes and concepts are taught and practiced in a
game format under the teacher’s direction. The daily
schedule typically includes at fteast thrée structured
learning periods—language, science or social studies, and

mathematics—of twenty minutes each, along with large
group activities—music and movement, art, and directed
play. Snack time, funch, and field trips are all viewed as
settings which offer opportunities to foster language
development and reinforce learnings. :

Basic to the understanding of the currlculum (which

will be discussed later) is an understanding of the ragio-

nale and assumptions upon which the curriculim was
developed. The overriding goal is to prepare children
from low-income familles for participation in a standard
school program.? Subsumed under this goal are elght
subgoals:

1. To enhance cognnive development with partlcular

prominence given to the developmént of language. =

.- To develop motivation conducive to learning.

. To devglogapositive seif-concept.

. To enhance soclal and emotiona) development
. To promote motor skill develppment.

. o assure parental participation.

. To enhance staff competencies,

00 ~ O n bW N
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pr. Karne; Is professor of special education In the Institute
for Research on Exceptional Children, Dr, Zehrbach Is associste

professor - of specfal education, and Dr, Teska 'Is assistant
professor of special education. The research data in this study -
were partially supported by the US. Office of Education,

Bureau of Research, Grant No, 5-1181, ,

_ 3The conceptualization of the assumptions for the currics.

ulum are presented In detall in The Conceptualization of the
Amellorative Curriculum, a paper presented at spring conference,
“Conceptuallzations of Preschool Curricula,”” May 22:24, 1970,
The City University of New York, Diviston of Teacher Educa-

tlon, Center for Advanced Study in Education, New York €%y,
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. To acquire effective informationprocessing skitls. -
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A review of the, goals reveal: that ‘many of them,
especially for the preschoo!l child, are concerned with
development which implies growth and change rather
than the attainment of a static state. Thus, it is necessary

C to be more concerned with process thancontent, Process

in this instance refers to the ability to obtain, organjze,

manipulate, synthesize, ¢ integrate, and communicate
information while content refers to facts, informatlon,

“ "and concepts.

To help the teacher understand and drrect her teaching
toward process goals, two models, the Psycholinguistic

Model (1961} and the Structure of the Intellect Model

© (1967), were selected. These models:have proven useful

to teachers because of the practical way in whichahey
systematize the undgrstanding basic to communication
and- thinking proces?es. The models were also selected
because of the ease/ with which they complement each
other,
The content of {he curriculum was selected as a result
of the review of ‘the Iaterature, examination of ‘cur-
ticulum guides and instructional materials, and practice.
Selectidn of content was based on the followrng gulde
lines: ,
1. Frequency of occurrence of content in sources
examined. N .
.2, Information that can be organized to form a Iog:
cal category. ,
. 3. Information that organizes into a logical sequence.
" 4. Information 4hat encourages generahzatton and
transfer. :
5. Feasibility of provldlng concrete eXperlences.
6. Relevancy to the immediite community.
7. Interest and background of teachers.
8. Staff knowledge of the child’s strengths and weak:
nesses in content areas,
In addition to the structure provided by the use of

models and goals, other gulding principles derived from -

the literature of psycholdgy and education have been
identified and incorporated into the curriculum. Some
of the most important include: (1) behavioral objectives

and criterion tasks, (2) carefully structured procedures,
(3) betlef in the individual worth of each child,

(4) teacher enhancement, and (5) parental involvement.
The area in the Karnes" Preschool Curriculum that is the

‘most easily overlooked and yet one which is of prime

Importance is that of enhancement of the affective
96 . '

"development of the children. The development of a

positive self-concept is considered to be of paramount
importance. Its Importance is underscored by such
actions as the careful attention glven to selecting activi:

ties that are challenging, but not frustratingly difficult

“for children. Thus, no one section of the curriculum has

been identified as the "affective" section because itls’
basic to all sections. Sor
The joy of learning and Iiving and worklng together‘
with peers and adults is reflected In the happy faces of -
the chitdren in the Karnes' program, Teachers, too, are
happy because they. understand the goals and how to
flexibly proceed toward accomplishing these goals. .
Simrlarly, social competency is an undergirding con-

‘cept of the curriculum. Children who are happy with .
- ithemselves can express their happiness as they work with

lothars, Children engaged in joint productive efforts are
in an excellent position to learn appropriate soclal skills,”
Agaun, the indicated low teacher- -pupit ratlio is a basic
component of the program because it establishes a

ptting wherein the teacher can provide immediate posi-
tive reinforcement for appropnate ‘social, emotional, and
cognmve behavior. -

“The preceding discussion has ‘described the basic ra-
tionale for the curriculum. The following section pro-
vides a brlef discussion of the components of the cur- -
ricutum.

- The Karnes' curriculum for 3-5-year-old children
has eight components: (1) Science, (2) Mathematics, -
(3) Social Studies, . (4) Language, (S) Art, (6) Directed

- Play, (7) Music and Movement, and (8) Creatlve and Pro-

ductive Thinking (Guilford Activitles). The' activitles in
these areas are presented in the form of sequential model

" fesson plans which include specific behavioral objectives

and criterion tasks.

" The Sclence component of the currlculum offers
children a variety of experiences in areas generally con-
sidered basic to the science offerings of the elementary
schoot classroom. A-major goal of this portion of the

> curriculum is t6 help the preschool child become increas-

ingly awarc of his environment in relation to himself
and, therefore, those areas which comprise hls environ-
ment—air, water, sound, light, animals, weather, plants—
are included. Each child will acquire essential skills of -
observation fand a vocabulary which will assist him in,
making ‘further observations, asking questlons, and ex-
panding his knowledge of his environment, - . :
The Mathematlcs facet of the <urricutum Is designed ,
to help the child acquire factual knowledge and, as Is .
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true of a)l‘/othe‘r components of the curriculum, affective s¢hoo! art aettvities neCessarin provide opportunitles to
behavloé and language development are fostered. The develop many skills and behavlors: requisite for later
curric lum is divided into pre-number units-Geometric  * school success. Each. child i encouraged through the use.
Figu/es, Sets and One-to-One Matching, Ordering, and  of a variety of art ‘media to progress at his own rate
Damcnslonal Tetms—which; provide the basic under- through the developmgntal stages of childrens art-—-the

s
/

standlngs prerequisite to numb‘er and numersals. : manipulative s'age, the symbolic stage, and the plctorial.
! P

/ The Social Studies is designed ta introduce the child age. S )

to himself, It helps him andwer the question, *Who Am--- | Dlrected Play periods are t"e'lt to be an lntegral part of

/12" The curriculum leads the child step by step from the curticulum. Play which Is conducive to promoting
that which should be most familiar to him-himself-to , the growth of the child is facihtated by careful planning
“his most Immediate environment—his family and on the part of the teacher. It provides a developmental
home—and firtally, to the more comptex world ofinter- * base for the total child~intellectually, physically, so-%s
_action outside his home—the community, Through the cially, and emotionaily. Through play both affective and
use of this curriculum, the child becomes more aware of , cognitive processcs can be supported. The young child
himself as a. unique individual and as»a valuable group can be helped to develop desirable attitudes, motivation,

member; in addition, he becomes cognizant of the jm- skills, and a sense of competence necessary for later suc-
_portant ro|es others play in his lifeg The fourteep units  cess. In the current push for academic gains and cog-
covered in this area of the curriculum are: (1) SelfCon- - nitive development, the afﬁiﬁi domain too often takes
cept, (2) Body Parts, "{3) Function of Body Parts,  a secondary role. The ratidRile for this area of the cur-

(4) Clothing, (5) Emotions, {(6) Attitudes of Behavior, riculum is to emphasize the'value and importance of
(7) The Family, (8) The Home, (9) Pets, (10)Com- ~ both areas, and present positive methods for utilizing
" munication, {11} Community Workers, (12) Transporta play to achleve these goals.

"tion, (13 Buﬂdm s, and (14) The Cit ' :
(13) & (14 Y. The Muslc and Movement areas of the cutricufum

While Ianguage development is one of the pnmary provide opportunities for the child to explére concepts
- goals of the progfam and is stressed throughout the day, and partlcupate in experlences which promote an appre-
a portion of each day is specifically devoted to fostering clation of mugic, The movement aspect of the program
improved - language.  The lesspn plans included in the  *seeks “to further“enhance the cognitive and affective.
Language Processing curriculum are classified under sub- ° development of the child, using a more creative
“headings derived from the clinical model of the /ifino/s ~ approach through spontaneous participation. The body:
. Test of Psycholinguistic Abilities, These areas is the agent or instrument of movement. This curricylum .
are: (1) Auditory Reception, (2) Visual Reception, ~ does not require that the teacher have special training in
(3) Verbal Expression, (4) Manual Expression, (5) Audi- music. With enthusiasm and carr ful planning, the teacher
tory Sequential Memory, (6) Visual Sequential Memory, - can help each child develop in the following Important
(7) Grammatic Closure, .(8) Auditory Association,  areas: (1) language, {2) listening skills, (3) body aware-”
(9) Visual Assaciation, {10) Visual Closuré, (11) Audi-  ness, and (4) soclal competency.
. tory Closure, and (12) Sound Blending. These lesson
plzs may l£e used to foster continued language develop- The Creatlve and Productive Thlnklng dctivitles in-
ment In all facets of language. They are, however, espe- cluded in thecurnculum follow the instructional mode!
cially designed to help children ameliorate specific weak- ~ derived from Guilford's Structute of the Intellect and
nesses In areas where the child manifests a weakness,  thus are referred to as Guilford Activities, This area cf
While the results of an ITPA evaluation are especially.  the curricutum is designed to promote the development
usefuj in delineating strergths and weaknesses of agiven  ©f each child in all phases of Intellectual functioning.
child, inthe absence of test results, areas requiring re-  Logical, critical, and productive thinking are stressed in ‘
Mediation may be ideqtified by the teacher followmg an this facet of the curriculum. The three dimensions of, the
observatton schedule. instructional mode! are Operations, Contcnt, and (o-
: - ducts, When the teacher has learned the three dimen-™
The Art curriculum is designed to assist th: teacher in . slons, he is ablg to think of each activity according to
creating an environment conducive to the general growth  the process, ‘cohtent, and operations requlred by thai
and developmenit of young children. Further, the pre- actlvuty
. } A
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. METHODOLOGY

Longltudinal data have been gathered on two pre-
* school intervention programs for chitdren from low-in-
- come familles. One approach, the Karnes’ Preschool Pro-
gram, used the curriculum based on the concepts pre-
sented earlier, while the other was a Traditional pre-
school program,

“The major goats of the Traditional program were 1o
promote the personal, social, maotor, and general lan-

guage d&elopment of the children. Teachers were In-.*

structed to capitalize on opportunities for incidefital and
“ informal learning, to encpurage the children to talk and
to ask questions, to stimulate their Interest in the world
around them. Special efforts’were made to interest the

chitdren in books. usic, story, and art activities were -

scheduled regularly ‘each week. Outdoor play on appro-
priate equipment was a part of the daily routing,when

weather permitted. Indoor play focused on a dolt and

housekeeplng center, a vehicle and block center, and a
smaJI toy center, julce time, rest, period, show and tell
and the routine supervision of toileting and outdoor
wraps completed the daily schedule.

Data were collected on 60 four-year<ld children who o

were assigned to one ‘of four classes, of IS each, on a

TABLE 1 « - ‘

te
’

stratlﬂed bisls uch that the sex, race, iQ, and ages of
the chlidren In the classrooms were comparable. Two of

the classes recelved the Karnes' curriculum and the other
_two recelved the Traditional curriculum. All variables

that are typlcally considered to make a difference, such
as teacher-pupli ratlo (1:5), physical facitities, tralning of
teachers, length of schodl day (2 hours 15 minutes),
psychologlcal examiners, setting of qyaluatlon medlcal -
examinations and nutrition were included.

Analysls of these S-B data {s presented In,Tables 1,2,
and 3. As will be seen by examination of Table 2, there
was a significant difference among the means for tests.
Further, the F-for Groups approaches significance. Asa
result, it was deemed appropriate to ascertain where the
dilferences might reside to clarlfy Interpretat!on of the

‘data, Results of the Newman-Keuls Procedure presented

in Table 3 can be summarized.as follows: .,
‘1. At Test\1, the two groups were not slgnlﬂcant!y ‘
different from each other, e
2. Both groups were slgniﬂcantiy himer at Test 2 ‘
than they had been at Test 1.
3, At Tests 2 and 3, the Karnes® group was signlﬂ
cantly higher than the Traditional | group.

4. At Tests 4, 5, and 6, the two groups did not differ

’ s|gmﬂcantly from each other.

STANFORD-BINET MEAN 10 DATA ;
" Test "~ Time Karnes  Traditional Pl c
: R (N=24) (N=26) L
. -1 Gefore Preschool 96.2 944,

2 ° . After Preschool 1103 - 1026

3 After Kindergarten . 108.8 1000 . o

4 After First Grade 104.3 1000 | ° ., ’

. /) After Second Grade * 1043 9.7
6 After Third Grade 103.0. 100.4

98
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- At Test 6, both gioups were significantly higher than
they had beenat Test 1. )
The results indicate that the Karnes' program initiafly

- was more effective In promoting cognitive development

. as reflected in S-B scores than the Traditional program.
" After three years, however, the differential program -

- effects of the two programs were no longer statistically .
evident. Nevartheless, the cognitive functioning of the -

chitdren at the end of a five-year period was stgnlﬂcantly,
above thelr initia| level.

A second measure of cognitive t'unctloning was ob-
tained on the California Achievement Test. Since the
overriding goal of the Karnes’ program is to *prqmote '
more effecthﬁe functioning of the children in .school,

these data aré considered to be more closely related to

the major goal of the pro‘gram California Achievement
Tests were administered to the children in both groups
-at the end of the second third and fourth years (first, -

1

- TABLE2

second, and third grade level) after their Initial year of
Intervention at age 4. Sincé reading Is the most im.

portant skill that a child must acquire during the first:, .

three* grades, analysis of the réading achlevement data
are.presented in Table 4. At the end of the fitst grade,”
the Karnes’ group was nearly one-half year (.45} ahead
of the Traditional group, a difference that was statls:
tically significant at the .05 level, A difference of nearly -

a half year gt this level |s obvlously an educationally, as

. well as statls!lcally, slgnlﬂcant differenve.” At the com-
*-pletion of the second grade, the difference between the
~ two groups was .29 year, a ,

significant dlfference At the completion of the third - -

tatistlcally and-educationally

grade, the difference between the groups was .22 year,

“which was also statfstically slgnmcant Although the'dif-

ferences between the two groups remain signiﬂcant, it
seems clear that the magnitude of the differences de-
creased over the three: e-year period of time,

2

~

o . STANFORD-BINETIQ ¢ —
s : ‘ REPEATED MEASURES ANALYSIS OF VARIANCE ‘
. o Degress
L Sumof = of *  Mean
Source of Variation ‘squares  freodom ‘square F
Between subjects & > L
Groups 1,766.60 1 1,766.60 264
Subjects within groups  31,297.44 47 665.90
Within subjects _ - : ‘ |
Tests, 3,320.77 6 666.95 13.60*
Tests x groups 400.61 6 .. 88.12 1.80
: Testsxsubﬁétswnhln o . |
"+ groups , © 11,608.45 236 48,97 B ,

*Significant at .06 level,

E
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. R tameay G, o N P
SO L - ., ,
o ".. - CALIFORNIA ACHIEVEMENT TEST - S 2 A
MEAN TOTAL READING GBADS PLACEMENT SCORES <

e b Tets o Tet6 T [ Tete |
- o L | U Readinggrade | © Resding grade | .. ~ Reading glpq
: L | AGP' levelmesn | AGP  levelmean . | AGF  level me
~ Group © mean,  Inyears | mesn hs years mesh in years
* Traditional 174 187 - 272 244 - an 366 X ,
- ‘\(N=25) - ’ . - ' . L N .
Karnes 8 212° 0 2n2 \ 270 37 317
{N=24) : .
H ’ . * . 1
' Actusl grade placement in yeers. o L b
| ‘ Répeated Mm,uroi
© - Analysis of Varlance -
: ‘ . Symof Degrees of Mean
| Sourca of variation squares freedom Kuare F
‘Between subjects o . - .
~ Groups . o 3.76 1. 3.76 - 288
i Subjects within groups 61.22 47 - 130 B
‘ | Within'subjects L "
Tests . B4 . 2 3907 384.66°
Tests x groups -~ . 32 2 .16 -+ 1,67
Tests x sutfects within ‘ ‘ » ‘
groups - 9,65 94 - 1018
T ’ T .
* Significant at .0b level, /.
.- - ‘ ’ Newman-Keuls Procedurs ’
. - : : P o .
Groups and test T-4. K-4 . T-5 K-5 .T—Pﬁ"’ K-8
. o d
‘\ ¥ - o L
Means ) 1.67 212 241 270- 3865 3.7
= - -
Differences - c _ S : -
) ... T-4 - A45°°  74* 1,03 188° 210"
- K4 . 20° 68" 143" 1.66°
: -5 . 20" 114 136"
@ K-8 : \ ‘ L 85* . 1,07*
. T-G i : ¢ ' - v » .22.
Sl . . . .
i . Table Valve 282 388 372 395 413
o : Corrected Table Value . . A8 22 24 .26 .26 -
. Ms"withtnlhatmonic meen = 064, B . :
“** " Significant difference at .06 level. : .10
. s ', ) > S
¢ A /
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. " SOCIAL'AREA ’

' Social development has been an area of concem in
“preschool educition, ?lnce some educators feel that em-
phasis on cognitive development means neglect of soctal
and emothﬁal develo})ment. Because of the questions

that have been raised; it seems importaiit to demon-

strate, if possible, that the social and emotional behavior
of a child can develop along with, rather than separate .
from, his cognitive growth. In so doing, support: for the
entire-rationale for the Karnes' program, which is con-*
cerned with socla!, emotional; and cogrﬂlve deveIOp

. ment, would obtain.

Slnc¥ one of the goals of the Karnes Pre\chool Pro-
gram was to enhance the social development of children
so that they might better function in the classroom, jt

~ was deemed appropnate to obtain the teacher's per-

E)

-3

5

A

cepiion>of the “children’s social behavior. As a result, a
brlef follow-up questionnaire-was administered to each
" child's public school téacher at the time of the follow-up -

* testing at the end of the children’s kipdergarten year.

"

‘e

Neither the teachers hor the intefviewers knew which of -

- the preschool prdgrams the child had attended.

Inspectlon of the scores on the items relating to social
" development reveals that,the two groybs did not differ
significantly on.six-of the eight iténis (Table 5).On two

_ of the items, one relating to the’ child's confidence in

~ caotly - higher’ than the children who had attended the -

v

.

«internalize good work hablt\g and will

approaching new tasks (Question 4) and the other to the
 child’s seff-concept (Question 5}, the-teachers rated the
? children who had attended the Karnes' preschool signifi--

Traditional préschool. This finding is of special interest
since the goals of the Traditional program express sub-
‘stantial concern. for the social”and emotional develop-
ment of the child, yet the children who attended that

; program scem to have done somewhat less well than the -
.- children who attended the Karnes' program. Although

the evidence presented here should’ not be considered
conclusive, it does support Weikart's (1967 point that
programs directed at language and intellectual develop- *
“ment, are not only effective in achieving that goal but
also affective in promoting socnal and emotlonal develop
ment,

A secopd concern, expressed by sohe, lies in the area’
of possible negative effects on work habits that might be
fostered by a highly structured program. These_critics
~ fee] that since the;teacher maintains a.high degree of
control in a structured‘ program, the children will not
iubsequently

- demonstrate poor work habits in the lebs structured

_ public school setting with its higher pupil-teacher ratio.

Slnce one goal of the Karnes program |s to develop the

\
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child’s confidence and enjoyment of learning situatlon, -

the findings on the six items of the questionnalre te-
lating to Wwork habits are most Interesting. Substantial
anid significant differences in favor of the chitdren who*
attended the Karnes® program_ are foyd on all six of the
“work habit" items In the questionnalre (Table $), In

: these aspects of behavior, so ¢ritical to effective func.

o

tionlng In the public school clagsioom, the children from
{the Karnes" program are funétioning at the “Usually"
and “Always” levels, whife the children from the Tradis
tional program are functioning at the “Sometimes"’ tevel, -

. From the foregoing data, it appears that the Karnes'

program resulted In soclal gains that were equal to.or

~greater than those made by children In a Traditional -

program, In spite of the fact that the goals of the*Fradi-
tional program: expressly state that the acqunsltlon, of '
social skills is of prlme importance.

K AFFECTIV‘E AREA ,

One of the baslc questions raised about programs In
early education is “What effect does the program have .
on the affective’ development of the child?" This ques-
tion is raised most-often when highly structured pio-"
grams are being evaluated because the traditional bélief -
about preschool is that children should be able to select]

‘ -freely, the activities with which they will engage rather

than being provided with teacher- selected activitics de-
stgned to bs interesting and appropriate yet stlmulatmg
in the cognitive and language areas, . .

From the brief abstract of the concepgpalization pre- ;

“sented earlier, it is ¢lear that one of the goals of the

Karnes' program is to enhance the affective, as well as
the cognitive, deyelopment of the thtld It -is believed -
that structuring helps the child more readily discriminate’
that which heeds to be learned from.the less relevant

. aspects f the world about him so that he can fearn more

quickly and easily. Further, it is believed that children
who learn in a setting where they receive positive reip-

forcement frequently, and who are helped to believe .

that they can learn something, will be positively oriented
toward school and work and, thus, themselves. tn view
of the fotegoing it was decided to gathér data that might
help rgveal whether of not a strugtyred program inter-

. fered with the affective growth of children and, if possi-

© ble, to ascertain wvhether or not the Karnes' curriculum
-d|d in fact, enhance affective development. s

Information pertingnt to the affective development
of children was _gathered on all but one of the subjects
who had been prqvuously enrolled in elther the Tradi-
tional or Karnes’ Preschool Curricultim (N=24 in each
group). At the time these data were collected, the sub-
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TABLE 5"

S QUESTIONNMRE ADMINISTERED TO PUBLIC SCHOOL TEACHERS

[Kc\

BT TR

Sy

2 - AT THE COMPLETION OF KINDERGARTEN YEAR (TEST 3)
f"\ . ) ® Groun,mean :
"\0 T R .
| . Tradic - Lavel of
Item T Karnes” - tionsl .~ . t significance
Soclal Development ‘ K : 7> o
1. Gets along well with other chidren 3.5 3.88 A
. shows respect for others, has k¢ ' .
empathy with others) »
2,18, éooperatwe (shares equipment, . ’
. takes turns) 392 4.00 .
3. Takes fajure In stride 346, 352
. . . \ k]
/ o 4, Mamfests confudence in ppproach{ng \ T T
new tasks 3.92 2.98 317 005" .
6. Has a positive self-concept - , 379 3.18 1.96 .06
. 8. Shows self-contro! t 362 362 .36 NS
2. Refates well to the teacher,
s 58 accepts her authority” 4.00 -4.20
8. Shows freedom from nervous habits 383 412 .
(thumbsuckmg, a-lbnting) '
Work Habits and Attltudes %
1. Listens darefully and follows _ N :
_directions for play activities 408 3.68 177 . .08
) . 2. Listens c;refavlly and follows h-'t- v _ ’ .
- -+ directions for academic activities 4,04 3.20 3.61 .005
. 3. Volunteers in discustions 3 3.16 162, 10
) . 4. Has good work habqtt?begms o , :
MR ‘ asslgned work promptly and pgsevers) 4.42 324 4.35’ N L0005
5, Remembers fearnings from day to day 408 | 304 4.82 _.0005
o [ P N . .
6. Has attehtion span commenisurate . : e :
- with C.A, o 1400 T 320 . 3 008"
. Gwo-tanled test, - g : Ty : J N ] ,
NOTE: The quemonnalre as sdministered orwy to the child’s teacher who was ssked to nd five-pol
. - scule: {5) Always, (3) Usualty}: (3) Sometlmes. {2} Seidom, and {1} Nmrrw " rewonc.on s fvepolat

-

<
. .

'03, .

[ TR



(]ects were at the mid-fourth gfade fevel. Informztlon was
- gathered by graduate studénts ‘who'went to the schaol -
- where the child was enrolled, took the child, and individ-
vally administered (1) a "crossing out T's" test and (2)a
short form of a sentence corpletion test deslgned for
oral adminlstration to elementary-age children, After
tking with }he child briefly, tiie “crossing out TS test
" was‘used toestablish a working relationship. The “T's"

. test was administered under both low incentive, "'l Want

" to see how many you ¢an do,” and high incentive, ""This - -
- time | will give you candy for every T that you can c¢foss
more than you did last time,” conditions, Although the -
task was basicatly administered to establish a positive

response setain the child, the'results of the-test were .

analyzed to determine if there were any significant dif-
ferences between the two.  groups on the test. Briefly, the
results revealed that the children from both programs -
worked significantly harder: for reinforcement under the
high Incentive condition than the low incentive condi-

tion and that there were no significant ulfferences ,

between the groups in the way they responded to cithef'*
the low or high Incentive conditions. These findings sug:
gest that the children became involved in the task prepa:
ratory-to engaging in the new phase- of the evaluation
¥nd that their involvement did not differ with their
placement In either the Tradmonal or Ameliorative pro-
gram,
Once the examiner thought the-child was ready, he

admimstered orally, a 17-item Incomplete Sentence-

Test deslgned 1o tap the child's attitudes and beilef

about himself; his frlends, other people, and school-re-

-lated actlvitlds, The test was scored in two ways: (1) to -

assess pupll’s general ‘attitude toward himself, others,ﬂ'

~and school and (2) to assess his attitude toward school

and school-refated activitles, All testing and scoring of .
materlals weréaccomplished on a “blind" basls such that
neither the scorer nor data gatherer knew in which pre-
.school, program” the children had prevloudy been en-
rolled. To assess general attitude, alf itends were scored _
" using a revision of the approach described by Rotter -
(1950). Chitdren viewed as being conflicted in an area

- were glven higher. scores than children who were viewed

“as having less conflicts in the area. The results (Table 6)

,show_that the Karnas' subjects, who\:gtalned a mean”
¢

score of 39.00, have expectedly fewer tdpflicts than the .
childrep in the Traditional program who% mean score
was 40.71. A t test to determine the significance of the
difference between the two means revealed a tof .86 (df -
= 46) ‘which did not attain the 05"level of significance (t
= 1.68),-The findings reveal that, cdntrary to the beliefs
of many critics of structured cognltively based programs,
there was no difference between children formerly in the .

‘,Karnes Preschool Program and in the Traditional pro-

gram. In fact, if any difference could have been estab- -
lished from the data, it would most hkely have revea|ed

that children.in the Karfes' program are less conflicted

and therefore, considered to. be better adjusted than the .
’rradstional children. :

% .
R “ TasLe 6 L ,
ANALYSIS OF SENTENCE COMPLETION DATA
, ) » Karnes Traditional
w0 x s2 x 52 :
Fulicoe T .
Q Schoo scale 742 895 &M 1004 148
' thievement-tetated scale ° 246 78 279 34 163

N = 24 in esch group.

.
n
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The second_question asked of thy Incomplete sen-

“tence data was, “'Are the children from the Karnes' pro*

gram less conflicted In the school area than are the chil-
dren from the Traditional program?™ A separate analysis

_ was made of the items whose stems were school oriented

{School-," Arithmetic—, Reading—, in School | like=).

-Each child’s:scores on these four items were summed to

provide a subscale score associatéd with the cnild’s
attitude toward school. On the "School” subscale as

~“reported In Table 6, children in the Kirnes' program

attained a mean raw’ score of 7.42 while children in the

* Traditional program attained a mean raw score of 8.71,

Comparison of the means by t test revealed t = 1.45

‘which did not attain the .05 level of significance {t =

1.68) but would have attained significance at the .10 per
fevel {t = 1.31). :

Evaluation of these findings reveals that contrary to '

popular helief, the children in the highly structured,
cognitively based Karnes' preschool curriculum were no

more conflicted in their attitudes téward school than
-children in a traditional program. Further, if any trend
. might be evidenced it is that the children in the Karnes'

program .had fewer conflicts in their attitudes toward
school and, therefore, would be assumed to be better
adjusted.- For example, children in the Karnes' program
are likely to give responses such as “School /s fun; is

'good for learning; does many things for you"' rather than

“School makes me sick; gives me a headache’ or “Read:

ing is my favorite sub/ec: ls fun" rather than‘l s 0 or Is

horrible.

One mterestmg question ralsed by a post hoc review
of the completions is “What effect does a structured
program have on a child’s ,'}pe_rception of his'peers?” To

Jthe stem “My classmates—" children might answer

“Are my friends; play; are fun." They might, on the
other hand, answer *'Are smart; beat me in my work; are

very good at math.” A post hoc study of responses to

this stem suggested that they might be scored along twq
.- dimensions: {1} with_ regard to socfal acceptance and
. {2) with regard to the extent to which the responses

: suggested that the child might be aware of the behavior

of peers, especially achieving behavior. Comparison of
the Karnes’' group with the Traditional on the social -
- acceptance subscale revealed almost identical mean. This

suggests no probable difference in the amount of posi-
tive social acceptance felt by the subjects. On the-other
hand, a t test of the difference between the mean raw
scores on the achievement related subscale of 2.46 for
the Karnes’ group and of 2.79 for the Traditidnal group

Rz )

~y1elds a t of 1.53. This result, allhoush not statlsllcally
significant, suggests the need for further study of the
awareness of the work orlentedness and goal directed-
ness of peers. If such a study could be made with
appropriate Instruments, It may sensitize educators to
the possibilities of changing values through small group

structured activities, especially during the preschool

years, Moreover, future findings might reveal that chil-
dren from a Karnes' program mature at a stightly more
accelerated rate, so that they.réach the “sensijivity 10
peers stage' more quickly than chilgren from other pro: -
grams: Such a ﬂnding would be consistent with the be:

llef that the Kaines' Preschoo! Program enhances the _‘

emotionai development of young children. N

SUMMARY OF FINDINGS .

Data pertinent to the tongitudinal eff’
Karnes' Preschool Program on four-yeard
relative to cognitive, social, and afféective vafiables reveal

differential effects associated with programming. (n the.

cognitive area, the Karnes' Preschool Program was shown
to have a strong initial positive effect on the {ntellectual

functioriing of children which even after five years wag—

significantly above initial level. Further, the Karnés! pro
gram produced initially higher gains than the Traditional
program in intellectual funetioning, although the dif..

" ference between the two tended to disappear after two
years of attendance in the public schools. With regard to
academic achievement, children who had been In the
Karnes' program, after four years were achieving at a

. significantly higher level, almost a quarter of 4 schoof
year, than children from the Traditional program.

In spite of dire predictions of negative effects of a
structured program on the soclal and affective growth of
children, these beliefs were not only refuted but the
data suggest that the structured program significantly
enhance chitdren's funchonmg, at least in the soctal area,
Thus, the data support the contention that the Karnes’ -

i_Preschool Program significantly_enhances the function-

ing of children in the cognitive, socfal, and probably the
- effective areas. Serious consideration must, therefore, be

given to the further study and Implementatlon of struc-
tyred programs.

IMPLICATIONS FOR IMPLEMENTATION

A preschool program based on a specnﬂed ‘set’ of
-theoretical assumptions has been created and developed
to the point where goals, objectives, procedures, and

~ criterfa have been defineated and prepared foi publica-
tion. The program Is classified as being a highly struc- -
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~dimenslons,
- parameters for organizing and anaJyzmg Informatlon

[} .
tured, cognitively based program with high emphasts on
Ianguage development. Further, It incorporates within its
structure specific goals related to the emotlonal and
sotlal development of the child. Longitudinal evaluatjve

data provide extensive support for-its worth in that chil.-

dren who received the program at age 4 still manifest

nificant gains after four years in a variety of public
schools located In two States and seven community
school systems. Hawkridge (1969), in an analysis of suc:
cessful and unsuccessful preschool programs, has Identl-

~ fled three critical dimensions: (1) careful plannlng In-

cluding a statement of objectives, (2) teacher tralning in
the methods of the program, (3) igstruction and
materlals closely related to the objectives. Since these
three factors are also basic to the Karnes' program, it

~ provides additlonal - impetus for its implementation

Weikart (1967) has stated that language development is
an essential element of successful programs, Again, the

Karnes' prograin is consistent with this thinking. In view -

of the foregoing, serious considerations must be given to

- expanding and improving the program and implementing

it in a variety of settlngs

v

To implement the program it is essentlal that the
implementor be fully cognizant of the critlcal program
Katz (1970) has déscribed a set of

concerning early childhood education. _
CHARACTERISTI_CS OF CLIENTS

-+ Since the Karnes' preschool curriculum 3s a structured

program which requires a careful analysis of the needs of

. the children, careful consideration of the characteristicsi_

of the clients Is a necessity. In addition to the typlecal

. age, sex, and physical health varfables, problenfs asso-
~ ciated with variables such as urban/rural setting, lan.
- guage spoken in the homie, goal orlentation of parents,
family structure (nuclear vs, extended), number of

siblings, and economic condutions of the home and

. ~ community will ali’ haye a substantial bearing on the

selectlon and sequencing of the activities presented.

- CHARACTERISTICS Of TEACHERS
AND OTHER ASSISTING ADULTS

The sefection and training of teachers and teacher -
aides to implement the program is crucial, It is believed -
that the teaching strategles utilized in the program’are
most effectively implemented by individuals who are
able to understand and adapt to an organized way of
life, This-does not neceséariiy mean that they come to
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the program from organized backgrounds, but, rather;
that they are open and flexible erough to understand
and adapt to the ideas inherent In ths program $0 as to
use the approach effectlvely.

Although the data presented in this paper were

gathered from a study which used tralned teachers in

both settings, replication of the Karnes' program, which

_used paraprofessional personnel In the classroom as
“teachers, was conducted {Karnes, Hodglns, Teska, 1969).

The - findings demonstrate that paraprofessionals can
successfully implement the program if provided with
close supervision and in-service training. These findings

master teachers, who can conduct quaIIty in-service
training programs, and paraprofessionals to staff future
programs. Teachers have to be effectivé predictors of
what is needed and what will come, rather than be
reactors to thu activities of a chiid. In this waY, tfley
need to be more of a guide—a leader rather than a

reactor. Potentia},te,achers, whose goals are inconslistent |
~ with the above, may find implementing the program to

be difficult. Again, . -paraprofessionals have effectively
fearned the progrim, apparently because of the direction

suggest that there will be a strong need to train both

and security inherent in the structured approach. At the _
present time, age, sex (except that males can make .

- strong contributions to the development of boys), and -

occupational status seem to haxg relatively little effect

-on thelr success [n the program.

PROGRAM ORGANIZATION = . ..-

.This parameter, as stated by Katz {1970, p. 4), is

~what is commonly referred ‘to- as curricutum, In the

Karnes' Preschool Program, careful consideration’ has

" been given to the planning of the day, the. amount of

teaching time per area, the amount and type of
structure. Implementation of this aspect of the program,

then, should initially be simple, Further, adaptation of

the program to meet local needs should also be easy

<

 because carefu! structuring permits the anticipation of

conflicts before they occur so that _alternative plans can

be developed.
Since it is important that the teacher be involved in
the program ‘planning for the children, the curriculum

consists of model lesson plans (1,500). The teachers,

then, must modify some lesson plans or develop new
ones relevant to the needs of his particular children.
Thus, theé curriculum deliberately Is ot a ‘'canned
program” to bé foilowed “Stavishly” from beginntng to

" end.



PHILOSOPHICAL ORIENTATION
-~ AND HISTORICAL FACTS

The philosophical basis for the Karnes' Preschool Pro-
“gram has been elugidated previously. Basically, it Is a
program that is sclectively eglectlc In its sources of
origin. Principles, processes, models, procedures that
have been found to work have been adapted and revised
. to provide a cohesive whole. U‘ﬁerst;nding these basic
~ grinciples will facilitate the implementation of the
- Karnes' Preschoo) Program.

PARENT PROGRAM

The baslc philosophy behmd the Karnes' Preschoo|.

Program is that parents can and must be an integral part
of the program, Careful planning, concern for the
parents and their de/slres, and staff flexibllity are all pre.
" tequisite to developing the most- effective relationships,

{n some Instances, the hiring of paraprofessional home .

visitors to work with parents. may be very benefrclai

ADMINISTRATIVE FACTORS
" AND SPONSORSHIP

~The source of funding Is not crucial to the successful
" implementation cf the program. Appropriateness’ of
leadershl‘g, division of labor, undeistanding of the roles
of each staff member, low teacher-pupil ratlo, efficient
delegation of authority are crucial to the success of the

_ program,

The structured approach has many benefits for the

administrator since it- cases the job of in-service and

pre-service training, allows the employment of parapro-

~ fessionals, provides a structure wherein both' adminis- -

trator and teachers know what is expected of each
teacher, Supervision and support,” then, are readily
obtainable. Similarly, when an aspect of the program
_proves meffectwe the teacher can work with the

admrmstrator in a positive way, to develop improved -

lesson plans,

LENGTH OF PROGRAM

The length of the day for the Karnes' Preschool
Program is flexible. For example, in a two-haur class the
* essential components of the curriculum ¢an be provided.
Not all components wrl| be |mptemented dayly in such a

Y oo il
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short period of time, but they can be programmed
during a week. With a longer period of time, all
components of the curriculum can be presented daily, -
Thus, the Karnes’ Preschool Program can, with careful
planning, be readily implemented In day care centers
where children are present for varyln&.perlods of time,

_ Cholce of length of program myst be détermined at the

local level in conjunction with such factors as cost, -
transportation time, avallabmty of personnel parental

‘ goals

PHYSICAL PLANT AND CLIMATE
Characteristics of the physical plant for the Karnes’

- Preschool Program will vary with theé amount of time the

children are in school and the local goals, Typically, the .

" physical p!ant should ‘include a large room, approxi-
.mately 20’ x 30, and several smaller rooms, 9’ x 12',

that can be used for structured small group activitles.

The program can operate effectively in 3 large room .

which can be quickly and easily subdivided by movable

- dividers, * Tables and chairs of a suitatle helght are
" needed to help structure the small group situatlon,

Typical preschool materials such as puzzles, books,
pictures, phonograph, piano, paper, crayons are also

~ necessary but can vary with the local situation,

The local climate should have limited effect on the

lmp!ementatlon of the basic components of the: pro.-

gram. Most: aclivnles are designed to be implemented In
small groups indoors. of course, the oppdrtunity to play

~ In fresh air for a part of the time Is always encouraged

but it is not crucial to the imiplementation of the basic
program, Field trips may be more convenient in moder: -
ate climates, but local adaptation to the weather may, .
with reasonable caution, permit frequent outside activi-
ties.

In spite of the srgmflcant differences obtaining at the
end of the third grade, it is clear that the positive effects
of the preschool program are bemg abrogated by
insensitive public schools. This sugg'esls the-necessity for
upgrading the program of public schools, by effectively

_ involving parents in classroom activities. Additional ™

personnel, probably paraprofessionals with special train.
ing, will need to be employed. In addition to their work
with parents, paraprofessionals will also need to become

- involved with the community at large, bringing to the .

school reflectiohs of the community’s goals and ‘atti-
tudes and carrying to the community interpretations of
the schoo!’ s needs and offermgs
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CHAPTER 7

LEK’RNlNG L[] LEARN PROGRAM

ar ¥

_Herbert Sprigle - . T T T
. o &;
v Q :‘ -\\‘
'\ - \
INTRODUCTION The limitatjons of thé {radjﬂonal klnderprte

The impetus for designing the Learnmg To Learn
~Progam came flom the autho'r's study of a growing
esearch literature which questloned some traditional

: assumptlons concerning child developmem

One assumption questioned was that the child is not
ready to reason or deal wath organized learning matenai
until the primary grades.

A second assumption was that the ma]or function of
- early educationis to fromote the social and emotional

. development of the child and to place comparatively

little emphasis on cognitive development. ¢
A third assumption was that the young child must
" Initially acquire factual knowledge or content in order to

" develop adequate learning skills for later school success,

A fourth assumption was ‘that the  child enters
kindergarten with a broad range of emotional, social,
and cognitive experiences.

--Reading the research literature and working exten-

swely with young chndren led the author to two
conclusions:

1. the narrow definition of the “whole child had

- grossly underestimated the child’s psychological

strength and potential for learning and

2. most of the typlical kindergarten experiences were
neither relevant nor appropriate'to what lay ahead
for children, espectally poverty children.

gram suggested the need for a new direction | rly
childhood education, It s¢emed worthwhile to ‘design -
and operate an early education program which: (1) gives

~ the teacher ~nd child a sense’of purpose and direction,

(2) ‘makes the teacher sesponsible for ‘the emotionaly
social-cognitive development of every child, (3) recog\
nizes individual differences and adjusts teaching strategy
to each child’s rate and teve! of learning, {4) providesa .
COntinuum of tearning expetiences to match the child’s
rate and levél of leaining, (S) makes the child aware of -
the Jearning process and how to utilize himself to learn,
and (6) provides continulty with first grade. ’

The above characteristics formed the basis of a

structured program with specified behavioral objectives.
The Learning To Learn Program was a comprehensive

_approach to the education of chlldren, integrating the

variable$ that bear directly on education: the child, the .
teacher, the curricular materials, and the parent. ~
The program was based on three premises regarding

_ children and" their “education.: First:" the-educational -

process beglns in early childhood. An organized, syste-
matic, sequential curriculum and curricular ~materlals
should be introduced at this. point, Seco
years of school should provide the child with opportuni: - «
ties to learn to learn, These opportudities are of an
emotlonal-socialcognitive nature. Third: every child has

an inner driye toward maturity, increased competence, -

."09‘

Second: the first few -
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and mastery over hls environment, and look§to adults
for behavlor and attitudes which are appropriate to this
" growth,
The following principles gulded the design and
.development of the Learning T Learn Program:

1.

oo

Lo

The tikelihood for meaningful and permanent .

learning Is greater If the child Is given the
oppQrtunjty to bepanlmlwlearner and from the
onset s given a riajor share of work and responsl-
bility. This lively participation can be achleved
through an open discussion and exchange of ideas.
between teacher and ‘children; also through involvs
ing the child in decision-making and problem-

“solving activities. _The teacher must allow the child

to be more active than she.

Inner satisfaction and feelings of adequacy develop ‘

when the curriculum is struotured so that the chlld

experience. The confidence gained from each

 success improves his performance and stimulates

his growth toward independence and responsi
bility, :
A child’s .awareness that the appllcatlon of his

knowlédge has made a contribution 1o himself and .

to someone else builds up a sense. of self-worth,

. Learning appears to be more meamngfui to the

child when it comes in the form of a problem or

can cope with and master each new learnlng .

game “which chatlenges him and sparks his curiosity. -

The challenge occurs when he meets a situation

“that is familiar yet inctudes an element of the
unknown or calls-for a level of functlomng one .

" of decisions and the solving of problems in his

step higher than what he is Gsed to.

. 'Knowledge, language, concepts and attitudes ac-

quired in school will more likely become a part of
the child’s permanent repertoire of behavior if
they are iminediately useful to him in the making

daily life.
The child should be given opportunitles for the
interaction of multiple sensory and motor activi-

ties, and he should be encouraged 10 develop
“language to talk about these activities. ... ..
. Exposing the child to learning experiences will’

have Iastlng good effects only when these experi-
ences are properly timed and structured and

_offered to the child on a continuing basis.
. The child learns to communicate effectively from

interafition with ‘a teacher who stimulates and
sensitively guides his r,easoning‘;;“' She provides a

.,zJ

9.

slendly soclal setting for-an exchange of views and -
a sharing of Information. :
For lasting effects the schoo) should provide for

~ the active Involvement of parents and encourage

their commltment to the objectives of the pro-
gam,

These principles led to the specmc ~oblectives of the
Learning To Learn Program which are outlined below:

1.

-2,

to Introduce a tontinuous sequentlal curriculum:.

founded upon concgpts and structures seen as
basic to the overall deveIOpmenl of young chil
dren.

to change the tradnlonal role and functlon of the :

~ teacher by emphaslzing:

. . responsibility for seeing that every child, every -

day, is exposed to planned learning experlehces
and materials, ‘

b. guidance and stimdlation wh[ch diminish
teacher participation and Increase conversatlon
and social interaction,

“¢. active participation, inqdiry, and exploratlon

5»

by the child. :
to change the traditional role and function of the -
child by emphasizing:

‘a. development of those inner attributes which

enhance learning: attention, concentration, de- - -
lay before responding,” reﬂectlon, persisten»e,
effort, etc,
b. performance over achievement, , :
c. applicatlon of knowledge acqulred in order to
make a contrlbutlon to himself and to someone
else.

~

~ d. awareness of how he is learning and c“‘i utlllzq -

b

himself in learning. .

Independence through freedom with responsl

. bility. -

f. skill in developing strateglesfor problem-solving :
and decision-making.

8. balanced social, emotional, - and intellectual
development,

€

.

to accommodate individual differences in the rate

.. and level of” learning by a carefully sequenced .
_curriculum, a variety of curricular materlals, and

the use of small groups monitored by a teacher

who adjusts her teachung method; to these dnffer-
eénces;

. to give the teacher an opportumty to work” w:th

small groups and individual chnldren by utallzlng

‘teacher assistants. 7

1
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6. to Involve parents and encourage their commit. .

ment to the objectives of the prograi by an active

parent education program and by thé provislon of

“homework'type activities which reinforce the
actlvities and values of the school.

The author anticipated problems implementing these

objectives. The teacher's conventional training and ex:

perience did not fully prepare her for her role and

%functwns The new philosophy, methods, techniques,

teaching styles and the new definition of the-child’s rote
differed substantially from what she hagd previously

* encountered, The unique home experiences of the

poverly phald his ‘methods of cofmunicating and of

relating to teachers and peers were-unfamiliar and not

consistent with her own background and training.

‘ . 2, The author anuclpatcd the poverty child’s difficulty

in making the transition between the methods of ; 

control, communication, and problem-solving used in hls

~ home to the methods used at school. He expected that
the child's past experiences would  interfere with the !

development of the learner role and with his ability to
take full advantage of classroom opportunities.

In view of their own school éxperiences, most of
which were disappointing and unrewarding, there was :

some question as to the parents’ willingness to partici-

pate and tooperate. This “parent education" asBcct of ;

i3

the Cearning To Learn Program was the weakest, most

vylnerable, and the most likely to fail. The retearch
literature spoke of poverty parents® child-rearing prac-

tices, health and nutrition practices, method; of dl$C|- '
" pline and control, attitudes toward schoo! and educanon

which might place severe limits on what the schoot could
hope to achieve. A negative home environment could

‘erode the positive effects on children of the school

program. At the same time the literature offered very

little guidance to those working with parents of paverty

children. The author had no experience with such

parents but gained it gradually as he pursued his goals of
persuadmg poverty parents to cone to monthly .meet-..
" lngs, gaining their confidence and respect, getting them

“to paruclpate actively | in the parent education program,

and entisting their cooperation to follow through on the

learning activities the school provided for home use.

- Sample’

All .the children in tpe‘program were from low-
income black families,

perience and, for most, their first group social experi-
ence.:

PP

At -was thelr first school ex-.

o
i

3

In addition to language and communlcation deficits,

- these children manifested soclal and interpersonal prob«
fems, problems of motivation .and of poor attitudes
‘toward educatlon, authority, and adults, Some were

" unable to take advaptage of the opporturitles of the

* ¢fassroom,

The parents’, and in some instances srandparems, %
description of their childrén at the first parent meeting

prior to the opning of school gave the teachers soms
Insight Into the temperaments of the new pupils. The
parents were asked how they would like the school to
help their children during the school year. Some of their
reSponses foilow.
4 “Teach hlm {o be not so mean”. . ;
~ “Teach him not to fight his brothers and sisters,”
“Teach hint to mind me.”
«  ‘“Teach him not to talk so much and %o Ioud "
“Teach him ‘not to just take thlngs from some-
bOdY "
“Teach him his ABC's."
“The parents of these chitdren were qn Welfare or were
employed ih unskilled jobs. In approximately 40% of the

homes, the fathers wert absent and In a few cases, the -
.child was living with - grandparents. The number of

children per family.ranged from 3 10 9.

. The children in this study came from adult-cenlered -

homes Even when the parent was hofine there was very

little adult<child interaction, In many cases the adult

watched television late Into the night-in the same room

‘where children had to sleep. Frequently, the oldest ch}ildul »
~ had the responsibility of supervlsmg the younger chil-. -

dren during the day. But in the évening and on
weekends, when’ the parent’ was home, there was stlll 1

very little adult’ supervls.on :

Program Descrlption

The classroom was organized and managed 0 as to_”
‘perform - two~fuactions. The first function was to
achieve "here and now"' goals. That is, the expasure to a

~ variety of enjoyable experiences and the satisfaction of

immediate needs for movement, stimulation, pleasure, *
.exploration, manipulation, and social-emotional interac-

tion. The second function—for thé attainment of future
goals—~was to fo!low -through on the expenences -of the
small group. - o

‘ The child's time and activities in the Iarge classroom

“were, for the most part, unstructured, For example,

following a “morning circle”” which was made up of

11
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ativities with emotional and soclal overtones and which
followed up on "homework” actlvitles brought - to
school, there was a free activity perlod f\)r one-and-one#
half to two hours,

Play was the central actlvity during this time. The
“classroom was equ!pped with a wlde varlety of materials,
The children were free to choose what they would do.
_ (They could stay with the materia’ . < fong as they wished
and were free to choose their p\aymates) An alde was
- In charge of the classroom,-
. The uniqueness of the Learning To Learn Program

was the use of a second:learning environment where four

<children, and the teacher, played with sequential curricu-

~ lar materials. This was a haliway, supply, or clothes

wa

S~

< together and build onto each other in an orderly '
and organized fashlon: a learning hisrarchy.
4. to glve children and teacher 2 sense of direction
and purpose.. -
-5, to provide a continuum of learn!ng experlences to
match the child’s rate and level of development,
+ Both the curriculum and’ cugricular materlals under-

“went continuous reassessment and revision as the test

data and teachers’ evaluation indicated areasof weakness

~and problems with (anguage and materlals. The revision.

room that was free from Visual and auditory distractions” *

" and protected from intrusions by ¢lassmates, Early In

‘the year, each group spent 15 minutes per day there; in
the spring, the periods Iengthened to 20 to 30 minutes.
{ts primary function was to point up to the child how

"_human interaction and personal involvement are closely

* linked Yo learning and must work jn harmony for

personal and group advantage..This Ie‘arnmg environment

was arranged and managed:
1. to promote learning as a personal experlence that

" requires work, effort, persistence, and reflection.
Ideas were sought, not right answers. Completion

“and cooperatlon were emphastzed not winn(ng
and compelion T ‘

. 'to_promote learning as a means to an end by
providing opportunmes—through games and game-
like activities—to use what is learned. - . -

. to establish_a “mental set” for learning. This wasa -

~ special place and a special activity which required
a specific set of behaviors and attitudes.,

. to promote learning as a social experrence to be
shared and enriched through “interaction. The
listening, sharing, and deldy required gave every

" child first-hand knowiedge of personal and prop-

erty rights,
The primary purpose_ of the curriculum of the

. Learning To Learn Program was not to fill the child with «

facts and Information. Rather, the curricular materials,

- the content of which was common to all chlldren were’

organized and structured:

and expansion of the published material, now in process,
reflect this sensitlvity to the test results apd to ‘judg-
ments of the teachers who have used the _material over .
the years, , ’ ’

One of the major changes was the shift away from
heavy emphasis on cognitive deveiopm'ent to.a strong’ .
stress on the learning process and how it is influenced by -
human Interaction motlvatlon, attitudes, and seff- -
concept.

Our research and experience suggested that Ianguage

" and cognitve activities—to benefit fater learning and

development—must be nurtured within a human context
solldly based on mutual trust, respect, and confidence.
Furthermore, this kind of human Involvement must be

-personal and on a daily basis.

4

*The architect and master craftsman of such a bal
anced and healthy dewvelopmental program was the
teacher, Her personal style and her wise and imaginatiye
use of the learning environment and curricutum 21 tured
the eyes, the ears, the brain, and the heart of every child.

. She was a good Saleswoman who -belleved In what she™

was dolﬁg She gave of herself without asking for
immediateé results for her efforts. She had faith that each
child could learn and was patient but persistent.in her

“éfforts to make it happen,.Her unhurried but steady

1. to develop meaning’ throu h f‘rst-hand practucal o

. experiences.

2. to give children the opportunlty to learn through
. many modalities. \w

3. to show children how old and new kno ledge fit

A N . . - 4 \
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‘pace, her calmness and friendly smile, and the physical
.closeness of the small group made each child feel wanted ™

and comfortable. It was pﬂmarﬂy these" sma!l—group
times which brought about the changes in self-concept, -
, oup and social resmnsibnhty, respect for self and
" others, motivatlon for and interest in learning. And it

‘was the teacher who made it all happen Specifically, her

role was to: N ,
1. provide an open- ended type of conversation and
Inquiry to arouse the child’s curiosity, challenge

his fevel of ability and invite him to talk about hls
present and past experlences with the materfal. .
2. ensure every child’s right to be included and -
- participate if he chose. And whatever the child"s



-

contribution, the teacher made him feel good
about _it, even when she had to correct mlslnforma
tion.

" 3, create a-learning clirpate whereby the chitd felt
free and safe fo talk about his own ideas and
bonghts without fear of being wrong or different
from the group. The child continuously heard and

saw that he- could be different and still be

accepted, Ideas, rather than right answers, wero
rewarded
. recognize lndrvldual differences and ad]ust her
. teaching strategy to each child's rate and leveI of
learning. ‘
5. encourage active participation and s;lmulate the
child's attention, thoughts, exper eénces, - and
- knowledge so that he could gain insight into how
"he was learning and ow to utitize hlmself in
fearning.
ln summary, the. healthy behavior and attltudes the
child displayed in the large ciassroom (discipline prob-
lems were rare) took root in the small group learning
environment. The three’ components which made a
difference were:
1. a teacher who combined a role and style which -
touched the tife of every child, every day, in avery

ey g personal way, and who permitted the child to

touch her life,
2. an drrangement and- management of the learning
- environment which ‘promoted awareness of *self
and others and the learning process. '
3. an organlzation and use of a structured curriculum

that- provided secunty, inner organization, and

direction without being represslve and restrlctwe
~=--for teacher and child.
‘The focus of the curriculum was on the learner and

- the learning process, with the content serving only as a

vehicte. The content was, nevertheless, carefully selected ’
“according to its relevancy to the child's experience, its

familiarity to children of all- socio-economic back
grounds, and its availability. :

There was-a language component and a number and
spacz compenent.? The language component was con-

. structed around five content areas—clothing, food,

! Inqulsitive_ Games, _Discovering ' How -to- Learn. -Scfence -
Research Associates (SRA). 259 E Erle St., Chicago, filinols

60611, ~
- Anqulsitive Games, Exploring Number and Space. Science

_Research Assoclates, 259 E. Erle St., Chlcago, llllnolsﬁOGll

4 o

Q

“animals, furnlture, and transportation. The number and

space .component used sticks which vary In size and = =

color, animal *dice; and animal &rds. The tools of
fearning changed through the year from the use of

concrete, manipulative objects to a  higher - level of
plctorial representations and, finally, to. an_arrangemeat

of stimuli and experiences In a logical spdtial and

temporal ordet, This last level was designed to encourage

self- expression and effective communication’ of thought E

-processes.

The organizatlons of the materials enhanced the ‘,
learning process and allowed for reinforcement and .-
- reward. The same format of organization was maintained

"~ through each of the five content areas. The content
changed but the:format for the sequerce of games
remained quite similar. - For example, the unit on
’ transportation began the same way ‘as the unit on

animals, with miniature objects of that category which

the child manipulated explored, and talked about. Both

~ units were revisited, but at a higher level of complexity,

using the same game format and organization. Through

this consistency of organizatjon the child became com-
~ fortable using the materials and developed a set- of

~léarning attitudes -and behaviors which were continu-

ously reinforced. He began to know what to do 2nd how -
'to'do It even though there was a change of cdntent, He, o
began to know that each successive game—~whatever the

unit~utilized the knowledge, strategles, attitudes, and
- learning sets of the preceding games but took them one
step further. o RN

Parent Educatlon ,

Parent edecatlon was a promrnent feature of the -
program. The monthty meeting was held in the class -
room at a time convenient to thé. parents (Sunday

afternoon at 3 o'clock). The teachers, teacher assistants;
“and director were present at every meetlng to help the

parents, The program itself was nondlrectn?e and  parent- o

. child-classroom oriented.

Unlrke tradltr,onal PTA meetings there were no
lectures, no fund-raising activitles, and no material

... rewards for attendance, Rather, the staff appealed to the
., parents' sense of pride and responslblllty The focus of
the program was on their Individual children and onan..

understanding of what the staff was trylng to accomplish
through the varloys means: the curriculum, organlzation

and management of the classegom, and the role and

function of the teacher.

te

Y
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There were three parts to . the -meeting: general

announcements, video-tapes followed by parent discus-

’ slons, and the demonstratlon of curriculum and how it
refated to suggested home activitles,

After viewing |video-tapes of the large classroom and :

R the small groups, the parents found It easfer to talk In
reference:o thel? own child. They could better under-
stand “how to’

| - parents’ help. Parents could ‘identify with the teacher

role. They developed a feeling of respect for the teacher

~-and trust’in her ability to. provide cognitive, emotiona;

‘and social growth, The most frequent comments by the
parents were: “The teacher cares about my child" and

""She’ seems to have so much patience,”.

. The parent educatl-n program, therefore tried: (1)
to create and malntaln a learning envirofiment a1 home,
(2) to Instill the school’s values in the home, where most

" tearning occurs, ‘(3) t6 move the parents Lo an active
commitment to education, (4) to establish "a closer

parent<child relationship, and (5) 1o establish communl- )
cation between school and home through a parent- -

teacher relationship that fostered mutual respect and
: conﬂdence
- The high attendance at these meelings was not
accompished easily but was due to sheer persistence,
patience, personal dedication and sacrifice on the part: of

v the teachers and - teacher assistants, The_staff ‘was.

unanimous in - their observation that the amount of
contact between mother and child had to be Increhsed
and the quality of fhat contact Improved if the gains
made in the Learning To Learn School were to have any
holding power on the child when hé entered the public
school. The. staff was determined and committed to do

what was necessary. to earn the respect and confiderice:
ofthe parents; the result was the substantial ‘improve:~

ment in getting parents committed to education and to
" the obiecttves of the program, '

3

First Grade Progfam Description C

We had children in mind when we designed the first
grade program. Qur interest was a classroom in which
" children were attracted and drawn o learning, attracted

- and drawn to each other, and attracted and drawn to the

“ teacher. We assumed thm if the surroundings, the
‘materlal, and the people were familiar endugh, first grade

could continue where the 5- -year-old program ended. So

the same chndren, the tracher, and aide came along to
first grade The room was not the same, but the teacher

l "\
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‘conduct  the activites which tho staff.
suggested be donie at home, They saw the staff as models
demonstrating  how ‘children could learn with their

and alde org,anfzed it Ina fashlon similar to the .
classroom of the previous year, The curriculum content
and the teaching practices which worked so well the

previous year and were © familiar to the chtldren were_ -

continued,

By putting 2 wood frame on wall board (bulletlnv e

board) and attaching two legs, the large classroom was .
partitioned off to make separate learninig centers, Tables
and chalrs—arranged - in fours so children could easily-

discuss and talk with each other—took up about half of. -
the classroom. Across the room two learning centers * -
- were separated -with the bulletin board:on legs. One

center was for typing and the other for. Ilstenlng To- o

reduce distractions and to encourage individua) work, six -
little cubictes—made of heavy. cardboard and glued to .
the table—providéd each chitd with his own workspace .
and ‘earphone. One corner &f the room was partitjoned

off for the reading center.. It had a-rug where the,
children sat or stetched out. There was also a Hibrary
table. Books could be used anywhereln the room—tnan

isolated spot by one child or shared with someone else.”

The classroom had a special. rug which separated the -
tables and chairs from the typing and listening centérs, -

As a child Fnished his work he came to the rug where he -

and thé teacher sat together to read or talk about it.

Other chitdren frequently sat irt: {oggretched out) on -
the close and personal get- tog@ther waiting their tehor

Just listening to the teacher and child.

——The children were free to mode about af will, tr‘)talk‘;'"

and work with each other, The soclal, language, ‘and - '

inteflectual development fostered through this kind of
working together were. perhaps the most obvfbus but -

certainly not the only, benefits derived from this class:’

room orginfzation and management. By giving children
the freedom, independerice, and responsibility to do as

much for themselves and eactr cther as they could, the
teacher was freé 'to help™ every child on an individual -

basls. Rarely did the class get together as a group. Most

of the time it was teacher {or aide) and child: working - »

together at a time selected by the child,
The content of the currlculum, which combined.

numbers, language, social studiés, science, and art, was a
continuation of the five-year-old program. The day'

began with math. The children were divided into three

groups: the aide worked with one group on the rug In.° :

the reading cofner; the teacher had a second group on
another rug; and a third group had a math actlvity on’

 the listening fape. When finished, this fast group had a :
choice of activities until the teacher arid alde finished = -
“their math lessons.; The téacher then took this. third
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group for math whlle the alde played math related games

-+ -with the first tv:o groups.

The teachet maintained persOnal and close contact
. with the childrén by arranging them in‘a circle around -

‘her. Eactt child was sgparated by a heavy cardboard
- -glued to a piece of 2 x 4 to kéep it standlng For a
" workspace each child had an 18 x 24 cardboard.

" A game and activity centered apprbach with Culsen-

 alre Rods were used to teach math, Card and dice games,
and board. games that require the child to guess, judge -

relationships, and solve problems, give children a per-

- -sonal and first hand experlence with numbers and

- operations.-. - |

Following a ‘short break for a song or-a movlng '

~around activity the whole group came together on the

rug. Here the teacher aroused the Interest and curlgsity -

~of the group with a realdife experience which was
famitiar to everyone. The more the children partlclpated
in developing the activity, the more involved and

. thoughtful they became. When it appeared as though .

-everyone understood the activity, and had his own ideas
about how to proceed the teacher turned everyone
Hoose to follow his own individual lead. Everyone was on
zhis own 1o extend the activity in his own direction and
Ttake as {ong as he wished to finish it. While they were
 free-to work together, the Individuality and diversity of
" the final products indicated the children treasured thelr

" own ideas more than the ideas of another child, -

. This activity was interesting because it allowed them -
© to be active and involved with something they Know.

«. about from thelr own experience. It was challenging
‘because they had to retrieve from memiory past knowl-
edge, then organize and think about it In a new way to

fit the activity. They met the challenge successfully .

because. of their opportunities the previous years to
thmk reason, generate ideas, and solve problems.

~The teacher’s choice to begin the school term with
~this activity was not left to chance. She knew the

chitdren and continued the curriculum from the point at .

which she stopped the previous year, As five- year-olds,
they frequently used art to express ideas and to give new
words concrete meaning. So it was logical and sensible to
begin first grade with activitles that involved drawing
pictures and writing words. This led to plctures and

sentences and then pictures and creative stories White .’
art remained a favorite means of expression for many"

. children, others preferred just to write. They became so

- proficient at writing that they could take two unrelated. -

-5 - words like hen and church and develop a creative story.
By the end of the year two other favorite activities were

-

Interpteting’ works of art (the teacher borrowed prlnts
from the local public library) and writing thejr own

endings to stories. The teacher would pick a story in -

whict, people or animals would be confronted with a

_predicament, conflict, or decision. She would read up to -

that point and stop;*from there the child would tak’e
over, , :
Children were free to pace themselves wlth thls activ-

Jty. Some began and rem3ined with it until completion. e

Others paused to engage in another actlyity they selec- . .
ted and then returned to the original task. As a child ~

finished he came to the rug where he would talk-about
his picture and read the words, sentences or story he

.wrote, The teacher did not correct the finished product:
In the_usual sense of béing right or wrong. She did,

wever, have a standard for each Individual child, She i
knew the past performance of every, child In the class
and she expected the child to come up to his own past
performance. She accepted his work but let the child
know If that task was or was not typical of his past
performance. §
to do this, Claude,"4fd you did such a good job,” of 'l
can tell you worked very fast dnd did not think with. -

- your brain because this does not look tike Eric's work.”

- After he read and discussed this first activity with the’

* teacher, she gave him his work folder, containing work

to be finished by the end of the day. In the folder was at
least one typing paper; one tlstenlng paper, and one
reading paper. The folders were made op daily by the

-teacher ahd aide for each child. The number of papers

and difficulty level was dependent upon the child's rate

_ and leve! of learning. Consequently, not all children had. -
the same work or same amount of work. Agaln, he could .
" pace himself, but he had the. responslbmty to have it

completed.
‘There was still another darly actlv;ty Three or four

- -children woutd go to the reading corner with the alde (or...

teacher). Here they would play dice games, card game’s
s board games with words and plctures. After they
:ould recognize and use the words without the aid of the

" pictures, they read the words on sentence strips made by
the teacher. When the teactier feit the group understood

the meaning of the words and could use them, she let
them read from the linguistic reader.

All materials and actlvities prepared for that day had "
a purpose and'a drrectlon Everything ‘was coordinated
so that the learning activity on the-listeging tape was

- related to the typing actiyity and reading and language

activities, The primary focus was on the understanding
and use of concepts and symbols through firsthand "
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and could use’in a personal way, the words he met in a
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" was in klnderganen at the Learning To Learn School and g

group C4 was in klnderganen In, Duva! County public .- -

book. Reading was not an solated subject but- was tied  schools.

to art, soclal studies, sclence, and huiman refationships.

“DESIGN AND METHODOLOGY OF
~ .THEEVALUATION
Design R B

‘ Duﬂng the 19068‘69 school year'two grdups of
_children entered the experimental program while two

control groups were enrolled In tradrtiona! programs

(See Figure 1.)

Subjécts were drawn from the same drsadvamaged |

neighborhood n Jacksonville (Duval County), Florida.

Two, five-year-old groups were sefected, with the exper- -

" mental group (ES) attending .the Learning To Learn
School and the control group (CS5) attending public
school kindergarten in Duval County: Two four-year-old
groups were also selected, with th& experimental group

(E4) attending the Learning To Learn School and the =~

contro! group (C4) attending OEO sponsored day .care
-centers in Jacksonville; :

* During the 1969-70 school year, group ES was in first
~ grade at the Learning To Learn School, groupC5 was in
first grade in the Duval County public schools, group E4

_ FIGURE 1

During the 197077 school year, groups ES and €5

attended second grade in Duval County public schools,
group E4 was inAflrst grade at the Learning To Learn - -

School, and group C4:was In fIrst grade lp the B\rvalr e
Oounty public schools. - -

General Methodology

The following developmental characteristics wete
assessed for both the experimental and control children S
in our project:

1. general intetligence .

2, ability to express ideas

3. language comprehensicn |

4. verbal reasoning ability.
5. concept formation |

.6. creativity and Impagination
7. achievement motivation
8. school achievement -
. 9. parertal "Involvement in, and attitudes toward the”
education of thelr child (groups ES and CS5 only} "
“Children were assessed individually to determine

’

measurements of the cognitive areas, Questionnalres(- :

were developed and sent to parents to assess parent ang”
~ ¢hild atntudes regarding education. ?
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‘ Experlmonpl groups parﬂcipmd in Learning To Lesrn Program during nunery, klndergamn and

_1st grade,

" schoot oqurlenca

.Contr6l groups had either s comblnation of tradltional day cere, nurogry kindergamn, or oleme\tary
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_ ‘rhe medsures regarding group achlevement were ~ An examination of meanscores of Table 2 wsthit

o admintitered ta Broups O?Zur chitdren at a time:, - ‘ the ES. group s Binet 1Q score at the end of second grade
The dragnostlc meadures were- selected to assess _in the public scHools {and one-year after the (srmination

.general as well as spec(ffc developmemai characteristics  of thelr Cearning To Learn Program) was 1047, .
~and. the status of the children In the program, Specific . The ES group's 4Q galn after second grade was,ls IQ
attention was pald to selecting age-dppro; riate measures, points, while their control graup (CS5) lost 2.4 1Q points
The following criteria were. used In the chojce of  Gver the szme perlod of time. The resulté a.17.5 (Q point -

“diagnostic measures: case of admlnistratlon.~Valid|ty. difference betweeq the ES and CS groups‘at the end*of
. reliability, the availability of nofmative dat, and pre-  second gfade B

du.tablh%y for measuring outcomes of school instruction. . P L 8 e

In certain, Instances we developed special _mbasure,s to. ' B R : A’ s

_a‘ssess'specrfic'types of achievement behavioy. 'Achlqvqment Data ‘ L R v
- The examiners were experlenced white male and . When comparlng the@xperlméntal (E and ES) and
female psychometriclans with extensive_experience in = control (C4' aflt C5) gro”ups on btests of> the ‘
‘evaluating young children. They were: chinfcal psycholo Stanfora Achlevement Test -1 (% ble 3), the experl:

- gists, doctoral students, or psychologlcal asslstants In  mental groups , out-performed  thelr - controls on; all
psychotogy, who established rapport wuth cach child . subtests, The E4 group superiorlty in ter’ms of ;rade
.before the testing began, equlvalenrs nged from -6 years on \Vord reading’and

The cognitive—related measures - were admlnrstered-. ' paragra];h meaning to 1.1.%ears on spelllng, with a :
individually’ to each child at’the school.with which he  pegcentile, rank difference of 48, £4, and 68, respes-
was familiar. The testing consisted.of several 20-30 ' itively. The E5 group superiorrty in-fetms of gade
ihinute sessions, If a chilwas ill he was rescheduled. -equivalents ranged from .2 years on word reading o, 1.1 .
Each ‘examiner - tested both experrmental and controI‘ years, on the spelling subtest, with a correspondlng

. ’

chrldren A e e - percentile rank differerice of 12and 70, = -~ s
T S e Table 4 reprefents; the post segond grade comparison * '
. Results ) K ; between the experlmentaI {ES) and control (C5) groups -
' Intellectual D;ta UL e, e on the Stanford Achievement Test 1. Thisis ope year

. T after the Learrpjng*\'[o Learn. Program terminated fog the
The E4 group’s mean 1Q,gain over thiee years of the  experimental group. The .E5's soored better than the! (28
“Learning to Learn Prograni was 19.3 1Q points while  controls on all subtests of the Stanford Achlw§mmt
their contro! group (ch gaineg only 3.0 over the’same . Test. Their grade equivalent superiority ringed from'.3

. period. T\r_nls represents a difference of 16,3 {Q points. - years on language, whtch Js a 14 polnt hlgher perc'énme x .<
FoL .- , s -+ TABLEL ‘ S -
e A LONGITUDINAL 3 YEAR COMPARISQN BETWEEN THE EXPERIMENTAL (E4) AND 7
,f ~ CONTROL (c4) GROUPSONTHESTANFORDBINETINTELLIGENCETEST R
' . Pro-lnlenention -Durlnglnttmntlon B . Mun 1Q After 3 ,'
' : ’ ’ L | “Gainor - Yrs. X1Q
. | Measure. Group ‘N 1968X 10 . 1960 X 1Q L1e70K10 1971X 10 ‘Detline . Differences]
o Pre-Nlrsery PostNur.  PostK, . Post-1st.. Over . Betwaen
R s . .« Time ©  Groups
[stantord-\ Experimentar 23, . 81,7 w74 " 1086 1070 - -93 |
Binet (E4) ST , _ , | o
_ S e , L1830
|+ - Controls 21 -881 " 866 935 810 - 30 -
| e Ty . |
. . ' A
Lo L 11
o~ » ) \\ e
N .
. N ' N Y
> - (-4 3
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: TABLE2 N

A LONG!TUDINAL 3 YEAR COMPARISON BETW!EN THE EXPERIMENTAL (E6) AND CONTROL (C%)
GBOUPS ON THE lSTANFORD BINET INTELLIGENCE TESY

w

R

Group N S Mumo:;t;fe;dﬂehhi’mm Teat = Subtests
, Word Muning Pusgroph Mesn. © Sc NS0t  Spelig  Word Study - Language th. Comp. -~ Asith, Concept
. Ree* " wRY . RGE %R XGE- %R ~-RGE %R - Xoe %R. ‘XGE %R %R - "WOE . "%XR:
B 5 28 0 92 18 27°4 2848 23 _26< 268 26 23 26 . 3
s 20018 Mg ) |.e" 2 19 14 18 8 R 22 19 8 12 8 -
ot ’ . ' ‘ 2
between 3 . : ) - o b
groups RoE %R XaE %R XGE XA RGE %R XGE %R ~Reexr  Xoe. %R Xce %R
7 08 18 8 B_ 12740 4 2 31 & 1B 9. 2
N ] ) o o -__v__,.,.t_.‘—«-o-'--' —— 3 -
L. XC.E-Nhr\Grndotqulwcnt i e = et )
IR Py ey . '
: ‘ ¢
TABLE 3 .
A POST 1T GRADE COMPARISON 'BETWEEN THE EXPER!MENTAL (E4 & EG) &
CONTROL {C4 & CB) GROUPS ON THE STANFORD ACHIEVEMENT [ v
raups N L M i d A 1 : .
Qogei‘ ; Word rasding - Paa. Mesning ’”\‘z;r:ubuﬁ:ynm Aehbva?:.tmn?b "“ " - Word Study Arithmetke
e XG. . %Rank  XGr.  XRwk ‘Ro- XRek  RGr - %Renk  XGr. X Rk XGr.  %Renk
- Scors Soore VS Scors Score Scots
€4 20 13 '€ . 20e 58 217 - 5'3'\,’ 25 . 86 20" 64 23 -
E5 .17 1. 18 7 24 17 BE 24 82° .18 42 24 80
N Gy : |
N R A 2 4 4 13 8 14 14 1.4 14 13 -
€ 19 14 6 M7 A - it 13 12 15 22 . 15 T 16,
X %Rek R %Rwk KU %Rek xR XRsok R %Ak . R . %Rk
TOML  Diff. C Dift. . . Oift. Dift. - Dif, Ditt? Dif. . Difl. - Bift. Diff. oiey.
- Diff. bet. co, " L - S
+ Groups Lo . ' ‘:‘ T ¢ o ’
EAvCl 6 48 6 54 £ 50 11 ‘12 2 B 1o I3
E5 w1 CS 2 12 3 20 O L 1 70 3802 s *r 1
EdwEs , 3 2 3 3 4 T a 4 3 12 178
€4 C5 . 1 4., 0 0 1 RO 2 R 8 2 10 -
a v . T ‘ L

-

 tanking than their tontrots, to a 1.2 year grade efuiva- -
- ‘tent superiority on the spelling subtest, which is a 40...

point hlgher percenttle ranklng than thelr controls. .
N

“The- results of "the Metropolitan ° Readlneg Test

.. administered pnor to lentrance into first gradé is pre-
~'sented in Table 5. Compared to thelr controls (C4 and

I \# ®

18

"C5),. the E4 and ES groups scored considerably higher
on this test In terms of grade letter rating, there is one .

.. letter grade difference between "the  experimental and
. controt gr&:ps 1n termsof percentile rank the E4 group .

had a 65 point percentile rank difference over the C4,
‘and - thé E5S group had .2 51 point percentlle rank

o dufferehce over the C5 groub



TABLE 4

A POST 2ND GRADE COMPARISON BETWEEN THE EXPERlME&TAL (€6} AND CONTROL (C6)
" GROUPS ON THE STANFORD ACHIEVEMENT TEST 11

¥ .
T . a ‘ )
4...—Muwu ° Qroyp . N - Preutntervantion - Ouring Intervention  Post Intervention  Mean 1Q After 1 ) oy
. 1968 %X1a . 1969 1970 w1 R0 Galn o¢ Y. termit-
" PreK, PostX. - Post-tst ' Post2nd decline natiofof .
o ‘ ’ over . pojet -
‘ ‘ K ‘ ume - differench
» R S ) [ ) ‘) . betwesn groups _
« Stanford-Binet Expe‘rel ’nm 2 - 897 088 1062 "104.7 150
' A 75
B T o' T} [ «.f ,..T-.‘._ S ~’ e e e e e e .d e e e f e
{C8} 21 89.6 88,0 86.2 82.2 24 '
TABLE 6 . R ’

A
’ A COMPARISON OF THE EXPERIMENTAL (E4 & E5) AND CONTROL (C{l & 06)

. GROUPS ON THE METROPOLITAN READINESS TEST
(TOTAL SCORE) PRIOR TO THEIR ENTRANCE INTO 1ST GRADE

LY
° &
Group N . Megsun
' ‘Metropolitan Readiness Toxt ; , s .
Total Mean Raw Score Standardizstion Normy  Letter Readiness Status
- - % Rank " Rating BN
E4 2 70.6 CoB% 8 High Normal, good
S : . ‘ . - prospects for suocess
) . ' 4 L in 15t grade work
B 17 640 69% . 8 High Normal, good
‘ . oo prospects for sucress
. in 13t grade work,
, e .
. i \
c4 14 : t 36t B Y1 D Low Normal, tikely
* g to have difficulty
. ) in 15t grade work .
cs - 20 - . 367 e ., 18%- ‘ D Low Normal, tikely
- i : o ! . " to have difficulty toe
) f . ) . in 13f grade work LY ﬁ “
Diff. betwegn  Yotal X Raw Score Points Percentile Rank Diff,
Group biff. * Vs
C4vsC4 34.5‘ 85%
E6vs C5 273 1%
E4 vs €5 ) 6.6 : 13% . .
C4vs CB ' . .B . 1% . °
““ ) , 119




Rea‘ﬁing Performance

The Spache Dlagnostic Reading Test was individually -

adminlistered to the E4 and C4 groups at the end of first
grade and the ES and CS$ Eroups at the end of second
grade,

On all three Subtests the gréup mean of the ES
children was above grade level while the group mean of
the C5 children was below grade level.

The ES group was approxtmatcly one grade Ievel
higher than their controls an this test. Of importance are
the data revealing that 7 out of 14 CS children could not
read at all, white only 1 out of 14 ES chsldren had the
same problem

When comparing the E4 and C4 childrin on the

Spache Reading subtests (Table-7), ihe E4 group mean -

was above grade leve! whereas the C4 group mean was

below grade level on all three subtests. The E4 reading -
ability on the three subtests was greater than their
controls by one grade level. After first grade, 8 out of 16

control children could not read, while every E4 chxld
was reading at or above grade level.

Academic Performance  » .- * e

Table 8 presents a _bosl second grade comparison
between the ES (one year after termination of the

Learning. To Learn Program) and the C$ groups on

academlc Grade Polnt Average. The ES group’s G.P.A.
was .75 grade pdints higher than their controls, approxl:
mately oné fetter grade diiference. ‘The seven academlc

subtests used to compute the mean G.P.A: were redding,

language, spelling, writing, social studles sclence, and
mathentat|cs, '

There were additional results which, while lhey lack -

the precision of objective measures, had a substantial

influence on the school performance of the experimental .~

(E4 and ES) children. Books were taken home every.. .

-weekend “and Weré Tead by the child or to him by his

mother or older sibling, The child's work papers—which
ranged from one during the latter part of kindergarten to
elght in first grade—were read each day to the teacher
and' then taken home and read again to the parent.

School-related wvork also flowed from home to school, °
Seventy percent of the children wrote stories, colored

)

TABLE 6 )
’ A POST 2ND GRADE COMPARISON BETWEEN THE : .
EXPERIMENTAL (E5) AND CONTROL (C6} GROUPS o .
_ “ON THE SPACHE DIAGNOSTIC READING TEST s , &{; ‘
4 \ ~ ) N
Group N . | Measure
Spache Diagnostic Reading Test — Post 2nd Grade (1971}
Word Recognition {nstructional Reading  Potential Reading
X Grade Level X Grade Lave] X Grade Level
ES 4 343" 350° 343
c5 14 2.34° 206" 2.68
Difference between ) ' e -
. groups ‘_ 1.09 < - 1.44 - . 95
L X Grade Level X Grade Level X Grade Level :
- " Diff, Diff. _ Diff. g

* 7out of the 14 Control (C5) children were not sble to read after 2nd grade: whlle '
only 1 out of 14 of the Experlmentd (EB) children were not eble to read
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© TABLE?

.
)
*,

A POST 18T GRADE COMPARISON BETWEEN THE EXPERIMENTAL {E4) AND CONTROL (C4) GROUPS

ON THE SPACHE DIAGNOSTIC READING TEST .-

Group- N Mog@_ W
, L Spache Disgnostic Resding Test — Post 1st Grade (1971)
- Word Recognition Inmuctlonal Reading Potential Reading
, X Grade Level X Grade Level X Grade Level
£4 9 263" 261" 3.44
T T — T B
:Qiffeuncos between groups _ 109 1.31 » 1.84
x Grade Leve! Diff, X Grade Leve! Diff, X Grade Level DIff,

* «8outof 16 Control (C4) chitdren were not able to read aftor“ln 9rado, while evary €xperimental (E4) ¢child ws rndino
at or sbove gmde fevel, . . . . ‘

TABLES -

A POST 2ND GRADE COMPARISON BETWEEN THE EXPERIMENTAL (ES)
AND CONTROL (C5) GROUPS ON ACADEMIC GRADE POINT AVERAGE*

‘ ‘,“ -Group N - Metsire
] - —
i _ - - -Academiz Grade Point Ave. X Letter Grade Equivalent
; , T " Post2nd 1971 . ‘ v .
’ ‘ - X Grade Point Ave. .
_E5 17 \ 4264 C=to B~
c6 19 1\ S 9 * D=toC~
‘ | Ditference between groups X Grade Pount Diff.
~; y = J\“ y ~—
Code: A=4.00- . *Theseven academic subjects averaged to compute this '
. B =300 .. mean were }eading, language, spelling, writing, social
C=200 studies, sclﬁ‘nce, and mathematics.
' vy D=1.00
T €=000 - . l -
e . "iv" t “ “
. | ' - .
. > { i L‘J . L
- NG - L L
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plctures, or ‘cut plctures from magazines to bring: to

school wherg thgy were read and discussed.

In -still othér, ways, the effect, motivation, and
cooperatlon of ‘the parents made an_Impact on the
chitdren’s perfdrmance and on thelr attitudes toward

" school and learning. All the parents asked for books and

school work (surpfus papers) for, their- children during
the summer vacation. Atte .dance at ‘monthly parent
.meetings ranged from 80% to 100%, with some parents
having perfect attendance. The.re was always perfect
atténdance for individual conferences where the chitd's
progress was discussed with his parent.

“The school attendance of the children was just as

, regular, More than half the children had perfect atten.
it dances Only-one- child -missed as many as 5-days of‘”‘

Yhool the entire school year.

iscussion

\ The primary mission of this project was to determine

and evaluate the effects of exposing groups of poverty

chiidren to different Iengths of time of a model
eddcational program.

he results of this study indlcate that the children
who participated in the Learning’ To Learn Program (ES
for ﬂgo years.and E4 for three years) made significantly
greatdr developmental gains than the control children
who participated in traditional educational programs.
Both experimental groups (E4-ES) were functioning in
the upper limits of the “‘average” range of intelligence,
with a piercenute rank of 66 for those who began at age
four and a percentile rank of 60 for those who began at

age five. thn comparing the E4 and ES age groups to-

the Negro standardization sample of the Binet the¥
percentite ranks. were at the 97th and 98th percentile
levels, respecuvely The level of functioning of the two
control groubs was in the “"low average" range for the C5
group and -the lower limits of the “average” range of
inteiligerice for the C4 group with pefcenule ranks of 30
and 17, respectively.

It should be pointed out that the ES group main-°

tained their 1Q gain from the Learning To Learn
Program one year after its termination. Of equal
importance, their, Verbat 1Q scores were above the 50th
‘percentile rank and within the normal range of intelli-
gence. Itis apparent that the Learning To Learn Program
has made a signjficant impact on the intellectual
development of the poverty child.

Most encouraging are the resuits obtained from the

standardized achievement tests (Primary Mental Abili-

122
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ties, 'Metropoiltan Feadiness Test, and Stanford Achleve:

- ment Test).administered to both the E4, and C4, C5

groups. On almost all subtests of the three achlevement -.

 tests the experimental group out-performed thelr -

controls. Most Impressive Is the finding that the ES.

children were able to utilize and demonstrate thelr : -

Increased cognitive functioning on measures which, in
our soclety, are predlctors of future educatlonal success
There is good reason to helleve the same will be true for
the E4 children when the follow-up data are analyzed.
When making pre-and-post-and-1st grade cSmparisons
between the E4 and ES groups on the achlevement
measures, a tiend appears that shows the E4 group .
performlng ata higher level than the £S group.

Lahguage devetopment ‘has been descnbed ln the

research literature as an area where poverty children
show marked deficits. Indeed, the experimental and
control children exhibited large deficits In language

~ability at the onset  of this research project. The

development of competence in this area is extremely
important since academic achievement in our schools is
highly related to and dependent on the capabilities of

children to' {1) express themselves, (2) comprehend e
. written and spoken material, (3) acquire verbal reasoning
- ability, and (4) develop the ability to handle verbal =

concepts, The evaluation of the language area reveals
some consistent results and some : encouraging trends.

The E4 group after the 2nd year of the program
demonstrated a superiority in language age over their
control group. The data are presented and reported In
terms of language age -in order to make meaningful
comparisons between each group of children and the

s standardization sample of the iilinois Test of Psycho-
1+ linguistic  Ability (ITPA),

It also provides important
information as to the language development status of.
eachi group in relation to chronological age. -

The ES group's language, ability, aftér two years of
the Leamlng To Learn Program, had improved mark-
edly, while the language functioning of the control
group had become more and more impaired. ‘

Mastery of the complexitles of arithmetlc by the E4 '
and ES children has been accomplished in this program.
By the end of first and second grades, the E4 and ES
groups of children had the ability to add and subtract.

and were functioning 6 and 8 mental age ‘months,

respectively, above their chronological age in anthmetic
abilities. The curriculum and methodological apprqach
of the Learning To Learn Program had apparently suc-

‘ceeded in educating poverty children in arithmetic skills.

'Y Y
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An important criterlon of whether compensatory
preschool programs are effective Is a post-program
evaluation of academic ‘success In school, One year after
termination of the Learning To Learn Program, the ES

~group had'a C- fo B- grade average compared to a D-to

¢

- C- average for thelr controls, These grade averages take -
on added significance In view of the fact that these black

poverty children were enrolled in integrated schools In
middleiass neighborhoods. : Y

“In terms of academic success in school no one ability
plays as‘great a rofe as reading ability. Both experimental
groups show above average reading ability after partici-

. _Pating in the Learning To Learn Program, while 50% of

thelr controfs cannot read. after 1st'and 2nd grades.
When viewed against the background of reading poten-

- tial it Is of interest to nqpe that—after 1st grade—the E4
* children are performing at the same level as the ES

children after secortd grade. The higher performance of

the experimental children.who started at age four (E4)

in the Learning To Learn Program, compared to the
children who started at aae ﬂve (ES), ls currently being

~ studied.

Our current ﬂndmgs, the report of which is being
prepared show a trend which, if substantiated, would

. represent 2 major educational breakthrough. The data
-~ suggest that it may soon be possible to determine~—with
considerable, accuracy—what kind, how much, and the

cost of early childhood education necessary to bring
children up to a lével of development where they have
_the educatiopal competence to succeed in subject matter
and show attitudes and behavior that make learmng
possibte. For example, a child who begms the Learning

To Learn Progrdm at age five and who falls in the 80-89

_1Q range has a'50-50 chance of reading at grade tevel at

‘the end of first grade. He has a.90% chance of
performing at grade level in arithmetic. But if this same -

child begins the Learning To Learn Program at age four,
his chancés of reading at, grade fevel jump to 95 percent
and his chances of performing at grade level in arith-
metic jump 16 98 per.cnt, The data suggest further that
children of 1Q 100 néed only one year ‘of preschoo! to
bring them up to the same level of educational compe-
tence,

. Certalnly this study should be repllcated but the
tentative nature of these findings ‘should not detract
from their importance. The potential meaning and
educational and. economic benefits are established in
realistic terms instcad of using elonomic status as the
criterion. And the data raise hope of the possibility of

weighing educational benefit against educational cdst.
. ' I ]
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How havé these results been achieved? The substan
tial gains made by the E4 and ES children were due
primarily to the following innovations:

_ 1. Enlisting the cooperation and participation of the

parents to supplement the school curriculum with
¢ a “home curriculum.” The ‘willingness of the
parents to take the time and put-forth the effort
“to help the child can be traced to a change in their
attitude about educatlon and thelr perceptions of
thelr role, :
Introducing an organlzed and structured. curticu-
fum which provided a flexibility in its use to meet

~

‘the needs of the teacher and children, For the

-

teacher and child, the curriculum meant guidance

with ¢onsiderable freedom. 1t provided the teacher
with direction and a scnse of purpose, She knew
what she was dolng, why shé was doing it, and
where she was heading. The flexibitity and open.

endedness of the.curritulum gave her and the -

children considerable freedom to make maximum
use of themselves
3. Exposing every child’ every day tolearning tasks-—
“at his level—for the purpose ‘of giving him an®
understanding of the learning process and helping’
him'become aware of and utllize himself in learn-
ing.
4, Viewing’ chlldren as begmning learners wlth in:
dividual differences—rather than children with
deficits—helped to shape the teacher’s attitudes,

expectations, ‘and teaching siyles. The emphasis— -

through teacher training—on the teacher's close

identity with the nature of children and thelr

needs permitted her to approach the child with
patience, tolcrance, trust, and respect.

In summary, by mtegratmg the variables that bear

directly on education—the parent, the curricular ma.

terials, the child, and the teacher—the' Learning To

~ ‘Learn Program developed an educable child who knew
. how to feel, to think for himself, and to make us¢ of

himse!f to learn, He graduated knowing somethlng about
himself and about learning and he felt good about
school.

In closing, three anecdotes are most appropriate to
sum up the impact of the Learning To Learn Program on
the public school, the child, and the parent. All the

. public school teachers who had Learning'To Learn

graduates. the previous year askéd for the new graduates

* coming into their schools, This Is particularly sigmi‘cant

L}

in view of the fact that the principal and teachers openly o

" resisted mtegrauon of theu' school, The teacher at this
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school was gfad to walve the raclal balance; policy—- “benefits for every child which Tast and serve hlm
which was flve blacks per class—in order to have all 12 - -wellin the public schools,
of the Learning To Learn black graduates. Then there 3. Only a minority of ‘the middle class and poor

was the very personal remark of a parent at her last children (the percentage of poverty children was
individuat conference, who sald, "'l have nine children In very small) showed lasting benefit from conven...

school ahd this is the first time 1 got the feeling the tional . nursery schools and_kindergartens. Thos¢,
teacher cared about me and my child.” Finally, Kevir - who benefited were the verbal Intelligent, moti-

may-have had similar thoughts the last day of school, He vated, cunoﬁs, and reasonably well adjusted. They
got on the bus and sat next to the author, who was were the 'beneficiaries because the teacher spent,
driving. After a few minutes of silence he said, “Teacher, most of her time With them. A high percentage of

I don’t kriow if | am going .0 like this idea of staying " " poverty chitdren in those programs failed to make

- away from S€h0°' 3“ summer.” - any progress. Of these children, those who needed
; . . ~ the most help” {nonverbal, slow in development, -
" \ d not well adjusted) went backward rather than
- Summary of Other Learning To Learn'Research ?:rwar i
,,A»j~~‘,“"‘ The Learning.To Learn ‘School has been engaged In - 4, By the ¢nd of first grade the educational gap

research in early childhood education singe 1964, In that
time we have accumulated volumes of data on middle:
clags and poveity children who have attended traditiona!
kindergartens,® and on middlé class and poverty children

‘between middie<class and poverty children was
wider when the latter were enrolled in conven-
tional preschopl programs.

_* enrolled in the Learning To Learn Program. We have also 5. All middleclass and poverty children enrolled '“
s % gathered inforniation on middle class and poverty- the Learning To Learn Program showed substantial
% children who attended traditional nursety school and gains In affective, language, and cognitive develop-
kindergarten and compared it with Information we have . ment. The gap in educational competence at the

on middle class and poverty children' who have been _end of first grade between middle-class .and
“enrolted in the Learning To Learn Program, Some of . boverty children was substantially reduced but s
these data are charted in Tables 1 to 8. not closed. , L

Some major findings of the Learning To Learn School 6. The impact of the Learning To Leam _Program on

research are; , ‘ ’ ‘ slow developing childreg“ —both middleclass and

l The progress children make in early childhood ~ poverty children ~ was of considerable educa.
programs depends on at least five factors: (1) . tional significance. The program raised their level

initial level of development, (2) number of years in _ of competence to the point where they all read

preschool, {3) kind of program offered, (4) socio- and knew arithmetic operations in first grade. By

economic level of the parent, and (5) parent contrast, a matched group of slow developing

involvement and participation. - graduates of - conventional preschool programs

2. It is possible to develop early childhood programs were, at the end of first grade, non-readers and did -

>

where there are affective, language, and cognitive not understand the use of numbers.

?* A'traditional kindergarten is defined as foltows: A classroom opponunltles and dlrects the teacher as to when, how much, and
* which contains a wide variety of material things, most of whith a what kind of !earnlng should occur
majority of middie-class children have been exposed to and are - 4 The lower third of children in the class are consldere‘d slow’
we familiar with by the time they reach kindergarten, Children are  developing. In a class of poverty children the lower third bave 1Q
permitted to move about the classroom freely, select whatever scores In Yhe 60%, 70’s, and 80%. In a class of mlddle-cl;gs
material they wish to use, declde for themselves the time they children, the lower third have 1Q scores Iri the high 70%s, 80's,
will spend with it, A teacher makes available a variety of learning ~ and lower 90's, ‘In the public schools thess children are
opportunities but Is not held responsible for seeing thatlearning  “frequently placed in readiness classes, If they de not progress,
acturally takes place. Her acitivities in the classroom are low key  they are enrolléd in speclal classes or placed in, a sdow
with respecy to educational activitles, The child—through his, - educational track from which they sefdom emerge,
* Initiative—decides if he wants to take advantage of the leamlng ‘ : '
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CJ-IAPTER 8.
RESULTS OF A PRESCHOOL ™
INTERVENTION PROJECT'

| , P
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Davld'?. Weikart, Dennis J. Deloria, and Sara Lawsor-—~
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Summary

The Ypsslann Peeiy Preschool Project was an experi-
ment to assess the Iongnudmal ¢ffects of a twowyear

preschool program designed. to. compensate for func- .

tivhal mental retardation found in some children from

'~ disadvantaged families. The program consisted of a daily -

cognitively oriented preschoo! program and home visits
each week to involve mothers in the educative process.
The project was initiated in Septembet, 1962 and the

phase covered in thxs report was termmated in June, .

1967, -

The population from which the sample was selected .

was black and econornicaily and educationally disadvan-
taged Control ‘and "experimental groups vrere equated
for mean cultural-deprivation fratings and mean Stanford-
Binet scores? Instruments used to evaluate the project
included the Stanford-Binet, the Leiter International
Performance Scale,, the Peabody Picture Vocabulary

Test, the lilinols Test of Psycholinguistic Abilities, the

°
At

California Achlevement Test Battery, several parental
- attitude instrunients, and teacher ratings.

The preschool currictlum which evolved over the
duration of the .project was derived mainly from
Piagetian theory and focused on cognitive objectives.
Emphasis was placed. on the teacher's flexibility in
gearing classroom actlvities to individual children's level
of development. Hedvier emphasis was placed on verbal’
stimulation and interaction, sociodramatic play,and on
fietd trips than on social behavior and other tradnional,
concerns of nursery schools. - ‘
Weekly afternoon home visits provlded each famnly
with an opportunity for personal contact with the .
chitd's teacher. The mother was encouraged to partici-
pate in the actual Instruction of her child, thereby
Increasing her understanding of school, of teachers, and’
of the educative process. The teacher’s child manage-
ment technques indirectly taught the mother alternative -

" ways of handllng children. Group meetmgs were used to

¥ Additipnat informitlori‘c'oncern!ng the research conducted in

‘ this' project Is available In: Weikart, D.P, et. _a!.j Longitudinal
results.of the Ypsitant! Perry Preschoof Project, Ypsilanti, Mich.: -

High/Scope Educational Research Foundation, 1970, Additionat
information on the curriculum available In: Weikart, D.P. et, &,

The cognitively oriented curticutum: A framework fot preschool .

teuchers, Washington, D.C.: National Association for the Educa
“ tlon of Young Chitdren, 1971,

Y ]

I We know now, nlne years after the start of the pro]ect that
cultural-deprivation scales and the Stanford-Binet can be misused
in judging the fevel of development ofchlldren from low-Income
homes. Neveriheless, the use of these measures at the Initlation

 of this project did allow services for children who met State °

requirements for particlpation. At rio time have we felt that the -
Stanford-Binet reflects the genetic potential of the child.
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R relnfOrce the chahges in l'rdlvldual parents vlews coR-
" cemning the eduatlon of children. . " .
The ProJect Involved a serles of replications to obtaln
sufficient numbers for longitudinal study. Since the
“ youngsters attended preschool for two years, a new palr
of three-year-old experimental and control groups was
added ‘each year to the previou$ samples. The various
groups ‘who attended school for different lepgths of time
have been designated ‘as ''Waves.” Wave 0" and Wave 1
. started preschoo) In ‘the fall of 1962. Wave 4, the last
~wave of thls. study, began In the fall of 1965 and
completed the second year [n June, 1967,
lhe general ﬂndlngs of the project are:

l Chlldren who participated in preschool obtained
significantly higher scores on measures of cognitive -
“abllity than contro! group- children. As both
groups progressed through school thelir, superior
functioning disappeared by third grade.
; " 2. Children who _participated iIn preschool obtained
. .- significantly higher scores on achievement tests in
‘ ' elementary school than control group chitdren,
This significant difference conthiued throushout
- the years of. followup, Including third grade.
" 3. Children who participated In preschool récelved
', hetter ratings by elementary school teachers in
. academic, emotlonal; and soglat development than
_ ¢ontrol group. children, This difference continued
throughout the followup years lncludlng thlrd
~o o grade. .,
© The concluslon of the study 1s that preséhool
. programming, at Ieastasrepresented in thlspro]ect isan
“effective device for Improvlng the general functioning’ -
level of. disadvantaged black children who were’ lmtrally
- . diagnosed as functlonally mentally retarded

‘Sample Descrlptl0n

-

Ypsilant! is a commumty of about 50,000 on the

ol rlnge of metropolitan - Detrolt, encompassing a wide
" spectfum of soclo-cconomic levels. The Ypsifantj Perry -
Preschool Project was established after several years of

o preparatlon and planning In 1958 and 1959, a series of
o ilnternal studies of the Ypsllantl Publlc Schools {con-
- ~ducted by Weikart, then directer of the Speclal Seryices
Depirtment). presented two facts; First, by ninth grade
at Jeust” S0%. of the children attending the Ypsilantl, _
'schools were O\er -age. in grade from one to five years;
and second, the achlevement rato for these chlldren was
erably below average on national norms. it was
also found that chitdren ln lower class schools w(thln the

e

: system had much lower achlevement ‘rates and much
higher retention rates fhan did children If middle-class -
schools, For example, In one lower-class school, 50% of
the children had already been retalned by fourth grade;
the school’s standardized achlevement rate, averaged
“over a seven year pevlod,_Was below the Sth percentlile
across all classrooms, In contrast, chlidren in one -
middle-class school had only an’ 8% retention rate by
sixth grade and a seven year standardized achlevement
rate average above the 90th percentlle , .

The declsion to turn to preschoq! as a compensatory _

- education method was made on the practical grounds
that there was little hope for reform of the school
system’s educational practices at that time, The pfesent
problems confrontlng efforts toward school reform
throughout the nation glve .some Indication of how
difficult such reforms would have been in 1962 before
the current ground swell of support appeared

During the five years of the project, 123 chlldren,

- ‘were chosen from’ the Perry School attendance area for -

the sample.-Of these, 58 attended the preschool (the
experimental group) and 65 did not attend the preschoo)
(the control group) but partlclpated (n annval data -
collections. Each fail the prolects staff used school s
census data to locate all famille. in the' Perry School area
- with . three-year-olds (and four-year-olds in the pre- -
school’s’ first:year- of operation). Thésé familles were _
« then interviewed to determine which “ones had low -
scores on ‘a. dlsadvantaged index (CD Ratings) which
gave equal welght to the educational level of the parents -
and the occupational level of the father (and mother if
employed), and half weight to hbusehold density. The -
Stanford-Binet Scale was adminlistered to all children.
whose, familles' CD ratings were\below 11, Those -

g chlldren scoring in the educable mentally retarded range «

. (Stanford-Binet scures between 50 and B85} ‘with no
organic Impalrment were assigned to the experimentafl or
control samples. This process was essentlally random,
although the groups were matched 6n"CD ratings and )
Stanford-Binet . scores: In" addition boy/girl ratlo and
percentage of W working smothers: were  balanced when
possible. Thzv mean values Tor- the ‘complete Ypsilant|
Perry Preschqol Project sample op thess "“sample sele

~ tion variables” were as follows: mean chror
“at entry to the prolect was 42,3 months
was 8.4; and, mean Stanford-Blnet scc
the addltlonal variables on which ‘
“matched when possible, the total samplé had 71 be
-(58%) and 52 gils (42%), and 35 chlldren (2896) h
mothers who worked outslde the l'ome. L




Family structure, Slightly over half the children five
In families where the fathers are present, About one-fifth
live In some sort of «extended family (l.e., persons or

refatives besides primary family members live In the’

home), The average number of children In the samples’

familles is about five, but this is a widely dispersed -

distribution (standard devlation of 2.5). Agaln, consid-
“ering the average ‘case, most children comé fror families
where there Is one younger sibling and three older ones.

Parent age, blrt{vplace {mother), and education, The
mothers’ and fathers’ ages when their children entered
the sample both averaged around 30 years. Mothers’ ages
ranged from 18 to 48; fathers’ ages ranged from 22 to
52. The average number of years of schoo! completed by

the parents was a little over nine years. Again there wasa

wide range (3 to 12 years of education) with 11% of the,
~mothers and 12% of the fathers having attended school
~for 12 years, Of the approximately 70% of the mothers

* born In the South, about 45% were also educated ln the ‘

" South,

~ Parent occupational status. Of the 65 children in the ]
sample whose fathers lived with the family, about 85% o
. had * fathers who were employed at the jime the

. Demographic Questionnaire was adminlstered. Most held

unskilled jobs, with only ‘two in jobs classified as

managerial (one supervisor at a laundry and one local

~union president), The most frequently held jobs were

janitors, construction laborers, and workers on auto;
motive assembly lines, In many cases, the mothers (who'

~ generally answered the questionnaire) were unsure of the :

fathers work.
“About 28% of the chlidren had mothers who worked

_ outslde the home. Those ]obs which were classified all -

- fell within the unskilled category. The most frequently
- named jobs were maids, laundry workers, and domes-

_tigs. Other mothers were store clerks, nurses aldes,

~ cooks, waitresses, and dishwashers.

" Source of family income. Half the sample jived in
“families who récelved some sort of public assistance-

~ (welfarg, ADC, etc.). Of the 65 chitdren living in families
- where fathers were present, 21% had both parents

" working, 61% had only their fathers’ working, and 14%

. -had,neither parent working. Of the $8 children fiving in

”fatherfess famj! |es, the mothers were employed 36% of
he :

[

'to 21 eiperlmental families), about 50% of the families "

fived In public.housing, about.30% lived in houses con-
verted to apartments, 10% lived in apartment buildings,
and about 25% lived In private homes, In general, the
teachers considered the homes to be clean, comfortably

heated,. lacking unpleasant odors, and no unusually

nolsy. The only comfmon negative teacher rating was for

ilumination In the homes: 25% were rated "falr," and

50% were rated “poor.'"’

Curriculum

~: The Cognitively Oriented Currlculym: based on the o

theorles of Piaget, was designed to help . child

construct the mental representations of@imself and his’

environment that lead to the -development - of ‘logical

modes of thatight. Although-many of the activities and
materlals used are baslcatly the same as those used In

most nursery schools, they are used in more speciﬂc

- ways., Teachers first define the goals of cognitive

development and then select activities approprlate to the

child that will best meet these goals.

*The curriculum Is based on a three-part theoretical

fra.nework: four content categorles (classification, serfa-
tion, spatial refations, temporal relations); three levets of

representation (lndex, symbol, sIgn), and two levels of '
operation (motorlc and verbal). :
' Content. Through grouplng, or classlﬂcatlon the - -

child tearns to fecognize likenesses and dcfferencesf“

among objects and to group them in various ways:
~ objects that are used for the same activity, such asa -

. spoon and a fork; objects that have simifar. qualities such =
. as size, shape, or color; objects that belong to the sime -

general category, such as food or furniture, In ordering,

_or seriation, the child makes comparisons and arranges -

. objects In order by size, quality, or quantity, He learns.

to describe objects In the classroom using terms such as
“big” . and “IttE," - “more"t and “Jess,” “rough” and <

“smooth.”. Matching and” other activitiés develop the = -

ds ha'

' concept of one-to-Gne correspondence. An understand.
. ing of spatlal relations is developed by pointing out the .

position of ‘the chitd In relation to other objects through .

the use of preposnions of position’ (tn, out), prepositions’ -
‘ of direction (to, fro\n), and prepositions of distance
- {near, far)To understand temporal relotion the child
~ learns that time perlo eg
; ,3. that events can be ordered,\a



actlvlty emphaslzes only one concept so. .that the chlld

can focus on and master this concept,

. _next higher level. Since experience with real objects and -

Leve/s of Representation. The levels of representation
outlined by Plaget describé the stages which children go
through as they fearn to think in an increasingly abstract
and complex: way, each level provldlng the basis for the

events Is the basis for the developement of higher levels
of representation, the cognitive curriculum provldes

‘opportunities to see and use a varlety of real objects

both in the tlassroom and through short walks or ﬂeld
trips. ‘
As the child galns experience wlth the real object, he

“learns to operate on the /ndex’ level; that is, he can

mentally construct the object when only part of it Is

. scen, when a part is missing, or when It Is perceived

through senses other than sight. T3 order to provide a

link between the real object and this first level of

~ representation, the materials and equipment used are as

realistic as possible, for example, rubber animals or

- model cars and airplanes. From looking at the wingofa .

toy airplane the child might be asked to guess what the

.Whole object is; or the teacher might devise a mystery

& bag game In which_the child identlﬁes ob]ects inabag -

through the sense of touch.
< At the symbol level the child’s mental images become

strong enough to ehable him to deal with representations .

of objects that are distinct from the obiects themselves,
Included at this level is the usé of 'the body In

-representing objects and events; a child mly\t pretend he
Is a.dog by walking on alt fours and saying, “bow-wow, g
_bow-wow.” The child can also make models of objects:

- from art materials such as clay; use objects to represent
~other objects, such as a cup for a'pail; recognize objects

shown in photographs and drawlngs, and make hls own
drawings.

The final. level the sign lewl is representatlon
through words. In the cognitive classtoom students are

. encouraged to verbalize, but the teaghers do not teach

Levels of Operorion The lhlrd componerir of ‘the

o nterlngklndergarten

framework deals With the motoric and verbal levels of -
operation. Very. young children generally Interact wuth},;
thelr ‘environment with thelr bodles — the motorlc fevel.
- and gradually develop the abllity*‘lo lnteract wlth'

. used for establlshlng a.wol ab
; test waves began, and

curriculum assumes that children learn through physical
Interaction with their environment and tries to expose -
them to a variety of materlals and equipment to tezch
concepts by both physical and verbal experlences. 1.\e
child is'given the opportunity to squeeze, drop, cut and
float materlals; use his body to run, jump, and cilmb;
and move under, over, or around something. Meanwhile,
the teacher explains verbally the child's physical experl-
ences and encourages his use of language,

GENERAL METHODOLOGY

There were <ssentially four lndependent varlables»‘
Investigated, but the last two actually consisted of many'
smaller variables;- first, preschool versus no preschool,

. the experlmeptal treatment; second, boys versus girls;

third;: selected home background variables; and fourth, -

entering year cognitive variables were considered to be

independent varlables for use in some analyses.
Preschool, The Experimental Treatment, The main

_Independent variable was participation In two years of .

preschool for experimental chlldren, contrasted with no
treatment at all {beyond annual testlng) for the controf
chifdren. Experimental children attended preschool half.
days, five days a week, from mid-October through May,
In" addition teachers visited each experimental child In -

~ his home for a ninety- mlnute instructional session once'

every week during the school year, 2
Five pales of experlmental and contro groups were

used in five replications of the baslc’ experiment, so as to

guard against unusual circumstances in any single year .....

‘that .might contamlnate the f]ndrngs For convenleme, :

each of the, five pairs of experimental and control groups -

.was called a “Wave,” and given a nimber from O through

4, Wave 0 and Wave 1 entered together in 1962, and a .

~ new wave éntered each succeeding year untll 1966 when

a comparative cUrriculum project was Initiated.® The '

. Wave 0 thildren were distingulshed from Wave 1 children -
 becauise the former entéred the project at age_ four, tl;e__

~ latter at age thr Oe ental children .-
concepts verbally “Through involvement with objects - alter at age three. Thus, Wave 0 experimental ¢ n-

- and people, the child Is provided with the kinds of -
- _experiences at earller levels of representatlon which will -
5 sup])ort“later development at the sign level.

went drrectly into . klndergarten after one year: of ‘
preschool, while Wave 1 experlmental chlldren and atl™
successlve Waves attended two years of preschoolbefdre

Orlginally Wave 0 was deslgnated a puot_ ave,
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“Wave 1. However, since there were more longitudinal
data on Wave ; than on any other wave, it was included
with the later waves In this report. This decislon posed
“some difficulty In grouping the waves for combined
analysls, since all waves except Wave 0 began at age three

~and participated In two years of preschool, The matter

was resolved by overfooking the starting ages of the
children and grouping the preschool entering-year data
~for all children and grouping the preschonl. second-year
data for all children (except, of course, for Wave 0 who
- had none), grouptng the kindergarten data for all -chil-
dren, and so on; This meve seemed wstif‘ed because test
‘results for the initial preschool year were very simllar for
all children regardless of their ages.

- From'year to year there were changes made in the
~ preschoot curricula which apparently affected the experl-
mental group data. These changes evolved as the experi’
“menter’s knowledga of effective Instructional techniques
grew, rather than being systematically - manipulated
changes, so the decision was made not to formally

‘ disllnguish among waves because of vanatlons ln their -

preschool experlences. ~

Following comptletion of preschool for the experl
menta) groups each year, both experimental and control -
children entered the regular public kindergarten for the
Perry School District of Ypsilanti, Michigan, just as the
children would have done if np intervention had
_occurred. No effort was made to alter the elementary -
“school curriculum In any way, and no effort was made
1o assign children to particular teachers. In short, after
the complition of preschool, absolutely no furthék:
intervention occurred other thai, the annual testing of
* both experlmental and - control “children. £|ementary
“teachers were not informed of the identity of control or
experimental child-en, and most of them had little ar no
Knowledgé of the aims and proc:edures "of the experl:

o mental-preschool.. It should be pointed out, however,

.

“that when- classes began lgindergarten teachérs could
usually idengify ¥xperimental childrén by thelr class..

- . room comments abou ‘ﬁvreschool gxperiences.

“Homé background Vatiables Hdme background data

" were collected USlng the Cognitivé fomeé Environment

~ Scale (CHES), Inventory of Attitudes of Family Lifeand

? Chitdren (Inventorv), and Perry pemographlc Questlon

fyin ég some of ti\e home background varlables as
n

dent r"_dependent varlables was difﬂcmt. i

.

r

, parent s age, older and younger sibllngs, size of house. sand

so0 on. However, It was theoretically possible for some.

‘home varlables to change during the course of preschool

because of the. increased Involvement of patents with
teachers and “examiners, Examples of this type of
variable are parent's-attitudés toward education, avall-

“ability of educational materfats In the home, and-

parent’s image of teachers, Because of this, it was not-
clear whether thése variablés properly belonged with the
dependent variables or with the' independent varlables,
but a decision wasiarrived at by or with the independent
varlables, .but a decision was arrived at. by necessity:

" most of these measures were tgken after the start of pre-

school, that is, after the hypothesized changes would have
taken place, so they were treated as Independent varl-

ables in spite of #ndications that they might have been

somewhat dependent upon the experimental treatment.
Birth Varlables. Data on medical bkth compllcations :
weré collected for a subsample of 101 of the 123 Perry ©
Project children, Including information-about both the
mother and Infant, The maternal variables Included
pregnancy oomplications'(such as hypertension, tox- .
emia, etc), and detivery complications’ (Caesarlan se¢- -
. tion, breech delivery, etc.), “Infant variables included
birth weight and natal compl(catlons (defayed resplra-

~ tlon, convulsions, etc.). These data were coliected from -

" hospital records in the followup phase of .the projeci
after all children had oomp|eted preschool '

Data Collectlon

. Inorder to Identify eligible children each year, names
of all three-yearold children living . within thé Perry
School District were " gaken frém the public school
cénsus. Then pareots of each child were visited by one of B

o the preschool teachers to, obtain the lnformat!on
sary {o calculate as.a CD rating for the famlly. A
. visit was made to all familles falling belowgthe (o) ming i

ondrf

cutoff polnt to get permlssion to test their children'with
 .the Stanford-Binet. For those falling below'the Stanford-.

“Binet cutoff polnt,. assignment to either the experl-
* mental or control group was made, and teachérs notlfled
‘ parents of the status of thelr children and ‘obtained final

. permission, At this stage there were only about three

 fefusals over the five-year perlod of tbe proiect. -

,of Individual intéltigence tests. In the In
* data collectlon as oblective as possible, oufslde teste



v

doctoral students studylng educatlonal psychology at

~ the Unlversity of -Mkh{gan. During the eadlest times,.

and from time to time, thereafter, It was necessary for

staff testers to asslst with test adminlstfagion, but insofar
as possible testlng was left to neutral outslders,

To ‘Inform testers about their role In the pro]ect

.one or two presesslons were held in which a project staff

B member expldined the tésting procedures and the im-
portance of obj
i

of the tests was. issed, item by item, to refresh
testers' memorles and clarify potential areas of diffl-
culty For all children, both experimental and ¢ontro!,,
“testers were Instructed to develop good rapport with the
chitdren, and to makeconditions as favorable as possible -
within the limits. of standardization so the children
would be encouraged to make their mayimum possible -

s

score. In._keeping with this instruction, children who

tended to give up quickly were to be reassured by the
“testers and encourdged to keep on trying until the t sters

weré convinced that the children had performed as well *

as the situation aflowed. Chitdren who for one reason or*
another were unfestable on a scheduled day were to be
rescheduled for Another attempt,

To minimiz
tester d|fferenc s, children from both experimental and -
control’ _groups,|from different waves, from both sexes, -
.and so on, werg assigned to each tester in as balanced a
mannew pogsible . within the! ever-present schedullng
constraints. Tejters were not informed whether the chil-
‘dren assigned
. often the chilg himself or the circumstances of the test
~ would Indicatq which group Individual ¢hildren were in..
Since the testdrs were predominately outslders, howevef, -
even if they did learn the status of partlcular children
“they had litile interest In whether the results were

~ favorable tort epro;ector not,

Al of the children ln the Perry Prolect were black
bUt few of ‘the testers were black. Although this may

- have - had an effect on the absolute’ |eve| of scores
o~ obtalned relative drfferences between the experimental
“and ' control groups should not, have, been affected
~because children were- assigned $o testers In a balanced
manner. DatE anatyses, were based almost entlrely on

; oomparlsons f the relative performance of experimental
‘to control khildren, minimizing the Importance of
possible raclal
‘problem was mvestlgatéd statlstlcally and no slgnlﬂcant
te ter differences were found.”

The four cognltlve tests employéd :by the pro]ect

nd unblased participation, Each - -

the possible c0nfoundrng effects of

them were experimental or controf, but .-

ester effects. Early,In the pro]ect this f :
.. Improvement. in functlontng contl

' proved sufflclently to offset the early dvan

" ford-Binet typically paired for -one session, and the

Leiter and ITPA palred for the second. The Peabody and
Leiter tests helped establish rapport : quickly, and the
total length of each session was easily manageable by
most of the chlldren. Although capab!s of being adminls- .

’ tered by teachers to entire classes, the California

Achlevement Tests were administered by tralned testers
to groups of six or less. The child rating scales used to -
collect soclo-emotional data were completed by teachers
“near the end of each schoo! year. Résufts of the tests
were not released to parents or teachers, but. only do
* schoel diagnosticians or other qualified persons who re.
quested information about particular children. . *
The follow-up rate of projéct children In. the

* longitudindl evaluation has been very high. In the fast

.data collection, over 90% of theloriginal sample were ~.
once again tested, The unusuallyhigh follow-up rate can

. be partly attributed to the research staff’s determination -

to Include alf children ' who could be located (Involving
tests as far away as Boston o Caltfornla) and partly -
attributed to the_relatively low mobility of the people S
fiving in the Perry School District: during the years in_

- which the prolect was conducted, In recent years there -
has been a_noticeable trend toward Increased mobllity,

: maklng Iongltudlnal follow-up more, "difficult. The In-

vestigators intend to follow the Perry Project chlldren
“through high s¢hool, and ‘Into adult life If clrcumstances
permit. Tests beyond. the third grade are scheduled at .
prbgresslvely less frequent Intervals e
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Endlngs o ’ Py

" The findings of the study, speciflc to the populatlon ‘
from which the sample was drawn, support the value of -

- preschool education, The statistical analyses on ‘which -

these findings are based are presented in the Iongltudlnal ‘
report cited above. At the time of this report hot all .
childrén had reached the upper grades, rendering the -

_ conclusions somewhat tentative, Results from each of :

the three major areas are as follows: .,

. *Cogniltive effects. Chlldre#who partlcipated In the 5
preschool program experienced significant ind -
Immediate improvement in cognltlve functlonlng
as measured by such standardized tests as the Stan-
ford-Binet, Lelter International Performance ale,
* Peabody Picture Vocabulary Test, and the Ifiinc _‘,
~Test of Psychollngulstlc Abilitles, Thls slgnlfl nt -

. three years of schooling. It
- polnt at whlch the control group children |
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the experimental children. That Is, the control.

groups gradually Improved thelr performance
while the experimental groups, after rapid Initlai
gain, gradua!!y declingd; thus, during the second -
grade "the significant oosnltlve difference dis-
_appeared. There were few sex differences on the
cognitive tests except with the Peabody Test, on
which the boys generally scored higher than the
. glrls, In general,-the scores on the Leiter, a non

. ‘verbal, concept reasoning test, tended to be 5 to
10 poln\s below the Stanford-Binet. Scores on the
‘Peabody Test, a vocabulary comprehensive test,
tended to be 15 to 20. polnts belgw the Stanford
- Binet. ., ‘

2. Achlevemént effects, Chrtcfren who partlclpated In
the - preschool - performed  significantly’ better on
the Catifornia” Achievement Test In the first,
second, and. tbhjd grades than did the control

" group chl!dren |t Is Important to note that this

advintage was derlved primarily from the perform

‘ance of experimental -girls, Of “ail “the areas
- measured in this project, the performance of the -

children on achievement tests was seen as the most

© Important, The primary pyrpos¢ T establishing the .

... preschoo] was to prepare children to procure an
“educatioh from the schools by gaining the
necessary skills to operate in the classroom. The
better performance of the experimental children
on the standardized achievement test indicates
that to a ce.na‘in extent at Ieast the goaf had been
reached, L
L3, Socloemorlonal effects Children who partlclpated

in ,he preschool program were rated by elemen.,
tary schoo! teachers as being better adjusted ande
B showmg more academic promise than control chil-

© dren: It should be noted that while there Is less .

“evldence of support or experimental group

Dlscusslon R

- Whether or not thfs preschool prolect wil be‘
successful in reaching lts long-term goals of improved

“academlc achievement for the participating children can-

not be answered withouy/further data. At the presént
time, a number of factors can be listed as essentlal to its -
ccesssofar. T
.. Carriculum, The currlculum emp!oyed In the Perry*

¥

performance on _soclo-emotional factors in the: . .

~ third grade, the trend Is still present. At the time

the Perry Project began, there was considerable - :
~concern- on the part of nursery educators about >+

the “pressures” a program as structured as the

“ Cognitively: ‘Orlented Curricuturn - woufd ‘inflict*

“upon the children, There were dire predictions of -

© pérmanent emotiondl damage ta the experlmental GO
 children. According to the data collected during =~
-~ the project, teachers apparently feel that childreq
: experlencing the “pressure" of th!s preschool pro:

- gram are, in- their viaw at least, better o
dunng the four years after preschool.

‘or_S,anIzed The- teachers ‘,3“8"“

“3, Téam tedching. The four teachers taushta a¢ing

Project was derived primarily from the child

_development theorles of Plaget. While the Ideas of -

other theorists such as Smilansky were utilized for

- specific portions of the curriculum, the organizing -

concepts were drawn from Piaget. “The use of a

theory-based currlculum permitted commltment ot

to a specific frameworkewhich sats limits for class.
room operation and provided a challenge to
teachers to select appropriate activitles, to match

~» " thelr program with desired outcomes, and to difectd "
. / » the total classroom operation toward support of .
..the theoretical goals. The necessity for lhe staffto
"~ work within a framework was Important to the .. .
success of the project. primarily because of the = -

discipline and focus it provided, and because. of
‘the “on-going- opportunity for open . staff ,dls

staff vogether as a team attempting to solve a com-

plex problem rather than separating them into one | ‘-
goup with Informat!on and another groUp with-

-out Information.

1

- cusslons about both theory and practice.-A'
theoretically based curricutum helps to bring all -

. Planning. All teachers had to prepare Iesson plans g
based upon the spécific goals-of the curriculum at -
. .least a week before they were to be used, In order
.+ to do thls, the teachers had to understand the,
theoretlcal basls of the curriculum and. how to
~"adapt it te the Individual child. Planning forced

specific attention to the use of time In ¢he classs

“activity. Plannifg provided ari opportunity for a

coristant _revicw of currlculum effectiveness, Also,
It was the ‘most difficult’ thing. for the teachlng
'stiff to do” because of the afjount of tlme and _* .

energy requlred for adequate planning

team fdr-all but the 1ast year of t,he prb ’

Cd

tlmetthey were ln the ¢l roorh

“rdom and the particutar goals of "classroom




activities and ‘to solve. problems within the
‘theoretkal framework of the model that reﬂected
the best thinking of the team. 7.
. Commitment, In order to meet the 6xpectatlons of
the project by fulfilling the requests of the .
research staff and by being effective In the-class-
room, fhe teachers had to spend time over and
above regular teaching time to sta ahead of the
demands.. Lunch hours, after schoo!
tlmes" were often employed to p epare lessons,
write reports, and meet with var&ous taff members

and visitors. This type of Involvemen came froma -

firm commitment to the: program. {t meant that
. the program operated ineach: ¢lassroom . was a

direct expression of the individual téacher's work,

_ rather than something routinely applred
. Supervision. The teaching team was supervised by
-~ an experienced teacher who was familiar with pre- -
schoot classrooms and a n’iember .of the research~
~ staff who was familiar with the theory. The focus
of the supervision was on providing clear orlenta-
tion to the project goals and on “referenclng"
~ problems of operation within the team. Rather
than simply smoothing ovef problems, the’
supervisory staff worked with the teachers to help
them' face the issues and reach solutlons which -
were within' the theoretical framework of the .

~curriculum model. The supervisory staff also pro--
vided in-service training for the teachers, Although -~

_the supervisory stiff was not authoritarian In
operation, it was clearly responsible_for helping -
teachers keep to the instructronal problems at
hand. :

.Respect for the Ind/vldual The proiect wgs o

_operated as a group of professionals working to
produce information. While this group operation

“1deal often broke down, the pro}ect attempted to -
- keep all staff members In. communication, This .

' i,nteractlon gave each staff member an actual part

. Involvement of the mother, The classroom
" teachers made home teaching visits to all of the .

- chrldren particrpating in the project, These visits ..

were deslgned to actively Involve the mother Inthe
*process of education. Wh[le grolp meetlngs were

_ held: about:

,and "break -

3

_-‘research pro]ect learps. to live

“questions - help keep the quality” of performance

Vo high Any InterpretatIOn ofthe résuus oftbe »
) ke 3

.
v

~ the brogram over the peried they recelved visits. :
"“‘The home vlsits provlded _powerful supportive .

action for the chlld )

. Focus on the chlld IR order to prepare for the
“weekly 90-filnute home teaching- sessions, the

teacher directed her attention to:the particular .
problems of the chitd she had seen-on past visits
and In the classroom, Upon ‘regucning from the
home -vlsit, the .teacher. yrote a report on her

" observations. The home teaching sesstons, there-

fore, provided an' unusual opportynity for the

each child. This knowledge was carried over Into -
the classroom Instructional program, €

professional staff other than teachers and research

other supplementary services. The teachers and the
project ‘familles saw the teacher's role:as clearly -

educational In nature, This’ single-purpose

" teacher to focus upon the learning problems of

. Focus on education. “The projectdid not have -

‘personnel. 1t did not offer soslal work servlces, ¢
-health services, reférrals to clinlcs or agencles, or-

e

approach Is practical in southeastern Michigan '

7 because -the services of the many agencles are

readily availabt®,

. Language, “The heavy - use of Ianguage In the class

room with the studerits and on-homé visits with -

each_child, even when he would not respond, was
an important characteristic of the project. - '

L Opemtlon of a model program, In the operation of

a research modet program, the expectathn of the
staff Is high. The ‘constant.stream of yisitors and

“consultants and the high rate of outsidle criticism .
creates an artificial situatiop, ‘What w done, how -

" well it was done, and how it mlght have been done .
in the development of the total project, - ESE i

better are constant.quiestions that/the staff of a
ith, and such'.

. the ‘mothers and children was essentfal .to the
-~ operation of the pro]ect. While the method ,bf
—teaching -language varled greatly throughout - the . -

" project, the requirement that the teacher maintain
- a constant verbal communication pattern with
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reasonable number of children, report ‘writiﬁ, and

constant discussions of how to help a specific child grasp
a concept were among the many things that resufted in **

teacher<hild interactlon. The result of these extensive

experiences with each chitd Is that teachers will treat the, .

oducational development of a-young chi d effectively if
they can evolve an Intimate knowledge of how a specific
child learns and responds through direct experience with
that child, .

- Second, the project prowded a meaningful way for
. ‘mothers te % Included In the educative process, The .
‘Importance of the mother in educatlonil attainment Is
well known, Bringing the teacher into direct and weekly
~contact with the mother provided the opportunity for
extensive deve!opment “of supportlve educational skiils

on the part '6f the mother. While“the data show that the

‘pteschool mothers alter their actual teaching behavior 10
- resemble mothers who teach thelr childretygudcessfully,

thé home teaching process Is not as much atransfer of .

“Information or experience to the mother as the creation
of an atmosphere of support for lntellectual growth in
the home

Third, the prdlect operated ln such 4 way that each
- staff member was creatively  involved In the total
operatiors. The adoption of a theoretical framework does

-

not diminish the opportunity for participation on the

part of the staff. Whilg the degree of involvement varied

from yedr to year, the more effective the program be-
w.came, R ‘ = '

- While - the ,foliow-up data of the proiec_t are not
complete at this time, preschool programming as repre-
sented in this project seems essential If dtsadvaruaged
children are to perform well in regular public school
- classrooms. Some, but not all, of those who participated
in this preschool became able tooperate in-regular
educational programs as normal achievers. Most, but not
all, of the control group without preschool training: were
- unable to profit from regular education @ evidenced by

very low achievernent test scores, In general, it seems
. . ! . ‘ *

t

A - R PN .

that children from thé g'oups served by this pro]ect do f ‘

ndt succeed without preschoo! assistance, At this time; - -

preschool , attendance seems an effective method of. |

compematlng for the’ deficits these children bring to the ; <

educatlonal process. - *

The boys who participated in tho project ‘were less

responsive to the program. There are many posslble

‘reasons for this, such as the highér incldence of biggh™

H
'r

complications and different soclalization practices. How-. -

ever, further investigation should be mdde to discover -
~ what stepscmay be taken to correct the situation, Many
pteschools dre including male teachers and para-profes-

sfonals whenever possitié. Further ad]ustment In cur- .

ricufa’ must be made for boys, and specific attention *
must be given to this prob!em. ;

- . Although some of the children who have particlpated
ln preschool are able to perform well in the elementary -
grades, not all’of them are successful, The. downward
drift In measured cognitive . ability as the ‘preschool
experimental- group progressed through school signals

the, reduction in environmental support available to the =~ =

child. Preschool has simply established the potentlal for
later achlevement, and elementary schoo! curticula witl
have to be modmeq so that this potential may be
realized. The national Follow. Through program Is one

current effort in this direction, though the program Is

- 100 new to report any long-term results, -

There have been many myths created over the years
about education In general and preschool educgtlo In
particular, - Apparently children are very ‘much
creatures of thelr environment;. 1.e., the envlronment

society has-provided. Instead of retreating to explana- -

tions of functioning in terms of genetlc ability, learning -

styles, learning disabilities, or any of the other jargon

used in’ discussion of children in “the early 1960's,.
current successful programs for the education of young
children must be given a chance. The question’ is no.

longer whether children, can profit “from a quallty s

preschool experience, but whether we will provide It -
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Sally Ryan

 OVERVIEW

" 1s There Any Impact
~on School Piiformances?,

3

" All of the articles have reported an immediate impact:

" of preschool -intervention on a short:term basis. - Al-
‘though there is some varlance in-the age at which the

~ child initially received intervention—some “starting at.
" “three, some at four, some at five—there is a change in the
- child’s development as measured by one year pre-post
testing. Unfortunately, there are very few instruments
which measure other’ than general intellectual develop-
ment at the preschool level. fndications of changes in
“attitude or in achievement motivation are most often
- described, therefore, in ter of observational report.

In every case, children who were- tested. using the.

. Stanford-Binet Intelligence Scale showed a significant.
~gain in 1Q scoré when compared 10, controf group of
children from. similar backgrounds ‘who did not receive

“ Intervention. This finding hotds for children starting the

- “program at three, four or five. For example, in-several *

. - investigations |Abelson reports, significant, 1Q gains in
_ children attending Head Start classes but no galns In*

~nelghborhood children who were not In the program or

Howard Universty.

At the end of the nursery school -
1Q score was significantly alove that -

program, the mean

of the control group. Agaln; Wejkart feports significant

4 : - .~Several other types of be
i any other program? Herzog found similar gains’ina -
group of three-year-old chidren of oW soclo-economic: -
status who were. erirolled in a two-year preschool at -

¢
,” .

and immediate improvement in cognitive functionlng"a,é.- |

_ measured by the Stanford-Binet, Leiter International

. Performance Scale, Peabody Picture Vocabulary Test,
and the (llinols Test of Psycholinguistic Abilities in a
group of three-yearold  disadvantaged childeen who*'
received two years of nursery school Intervention as
compared to control children with no nursery school

. experlence. in Deutsch's program, the disadvantaged
“nursery school children were housed within the public -
school's physicat plant; at the end of one year of nursery
school and prior to entrance into- kindergarten, the -
experimental four-year-old children scored significantly

~ higher on the Stanford-Binet Intelligence Scale (Form

L-M) and the Peabody Picture Vocabulary Test: than
their controls who were. starting kindergarten with no . -
previous -preschool experience. In this program children
improved thelr performance on those tests that were de-
2 signed to tap general cognitive and language skills, -
.J,Slmila'rly, Sprigle found significant 1Q gains in five-year: *
old children who fifst Tecelved Intervention at the
kindergarten ‘level as compared with control children *

who recejyed no Intervention, U ooE

haviora), development may,

“these behaviors: aré not
4 o

,

OV
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f ., personal sodat adjustment of children as well,

to changes In affective- motivatlonai reactlons to testing.
In_addition, Beller reports that the timing ‘of inter-
vention had a.direct effect on the patterning of moti-

vational and soclo-emotional variables which prove to be -

essential in the socialization of orlentations toward
inteliectual competence and academic achieverent, He

indicates that one of these motivationat vartables, that of
. the level of autonomous achievement striving, is hot
- only itself affected by early educational intervention,

but also acts as an important indicator of which children

suffer more and whlch Ieast from the lack of prescﬁool

experience,
In summary, the studies presented here rndrcate that

‘ at the preschool level a one- or two-year nursery.school

program does have an immediate effect on the develop-
ment 6f the child Moreover, . Intervention has an

: fmmedlate impact regardless of the particular age at
‘ whlch it Is introduced. Although the most frequently
_ reported gain is the significant rise in. 1Q points,

Abelson's and Beller's resuits suggest some gains on the °

&

Although Intervention programs do. exhibit Imme-

- ‘ diate positive impact, does this preparation help children
~to perform better In school? The question of whether

interventlon programs have more .than a temporary

~.Impact on the development of Inner city children has
. been approached -here by longitudinal analyses of the
children’s subsequent perfarmance in school.

In most cases the reports find that nursery "school
Interventlon does have' a sustained effect which can be

- measured during the school years. However, this con-
= clusion must be made conditional on the view so clearly-
- stated by Gray: "‘An effective early intervention pro-

gram for a preschool child, be it ever so good, cannot

possibly be viewed as a form of-innoculation whereby
the child Is Immunized forever afterward to the effects
of an inadequate home and a school inappropriate to his

“needs.”

School performance defined in terms of cognrtlve

Itngulstic skilfs did seem to be significantly affected by
-, early Intervention programs. Whep a one-year early inter- .
5 vention . program 'emphasizlng self-paced independent .
" learning was placed In the physlcat school plant, Deutsth,
" reports_ that all four waves of ekperimental children -,
scored significantly highier than .the controls'on Stan-. ~ - Follow Through showed lncreasedzgaln wvher
ﬁford Btnet and the Peabody Prcture Vocabulary Test o ‘sthoo

-"sec nd grade, and on a reading ,‘prognosf test g(venfat
ough

end of kind arten Deutsch states that afth

e
. - v

the dramattc form of galns ‘of the preschool years were
not repeated ‘in the grades, experimental children did

" remaln rmore advanccd with.respect to their age peers in

the same schools. According to Gray, drsadvantaged chil-
dren placed in two- and three- yegr summér intervention
programs, in which activities were sequenced over time
in smal! group settings, atso showed continued but small
gains in public schoo!, Home Visfts i 0 workwlth mothers -
provided a bridge for the child from one summer to the«
next, The difference between experlmental and control
groups at the end of fourth grade”on the Stanford-Binét
was stiif slgmflcant aithough modest. ‘ -
In a two-year Intervention program which focused on
cognitive objectives, Weikart reports that the significant ..

< superlority of the experimental goup over. the control

group on various tests disappeared by the*end of the.
second grade. Their advantage i gain disappeared at the
;polnt where the control group had galned enough In .
/ scote to offstt the experimental group. The fact that’

9 only Deutcch’s population seemed to sustaln moderate ,

gain increases may be rejated 8 the fact that both Gray -
» and Weikart's populatlon shifted Into public school with:.
out the continuance of the sam€ curriculum, type;
‘whéreas Deutsch’s populatlon had the benefit of con:
‘tinutly . of the jntervention curricula in public school as
well.

That the type of public school currlculum may affect‘
the amount of early interventlon Impact Is reflected:in
Abelson's longitudinal study of Head Start pupits In
Traditional and Experiental (Follow Through) school

. programs. The author compared the performance of low

 income children in a Follow Through program which’
emphasized lndlvldualized Instruction  with a simitar”
~sample of:chifdren_in- tradrtional inner city schools,
Some 'of the children in each type of public school had’
attended Head ‘Start and some had not attended Head
Start {or 2 any other early intervention program) Peabody
Picture Vocabulary galhs in first grade were found to be -
significanily . r ted. to .the type of pubtic school pro-
gram which ARé" children were attending. In: FoHowt
Through, Head Start children showed ific ased gains’in
_kindergarten and f‘rst grade, whereas Head & art chrldre_n
in the nelghborhood schools showed no ; reasement"
during first grade. Slmrtarly, non-nussery“schod! puf
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* children. As

Lo ,
Karnes suggests that dlfferenl types of early Intervention
curricula may also affect the contlnued (ntellectual
performance of the ghild In' the.same type of public
school. Karnes compared the effécts of a cognitive based
curricujum ‘consisting of sequential model lesson ptans
which include specific behavigral (cognitive, social and
emotlonat) objectives aid critetion tasks with the effects
of 3 traditional preschoo! cufriculum on low income

chiidren In the Ka

. ) Tests, he/mﬁ/ es program performed
/ﬂﬁ‘ﬂcantly ahead of the chaldrgn In the: Traditional pro-

,\;T

gram on the Reading Achievement Section thirough the
completion of the third grade, Eames suggests that her
early - Intervention program exhlbits permanent Impact
- because It Is based on a set of theoretical assumptions
which have beén developed to thf polnt where goals and

oblectives aré clearly specified. V.

Herzog indicates that certain! char acter‘uitlcs of the

‘children in the program may also differentially affect
program impact on school performance. in Herzogs

study, children were provided with an experimental pro-

‘gram from two years of nursery school through second
~ grade; at the completlon of second grade, the experi-

mental “group “entered regular classes’ of the public

" schools. The mean Stanford- 'hnet ‘score of the experi-
mental group was maintained signlf"cantly above that of
the control group through kindergarten, After kinder-

- garten, both experimental and control group scores :
declined until at the end of second grade, drfference was .

nori-significant.

In Herzog's analyses, three varrables show strong and
systéematic re!atlonshrps to patterns of 1Q scores: sex,

initial 1Q (I1Q) and socio-economlc status (SES).
Although all of the children were classified as a low
socio- economic group, they were rectassified into hrgher

ahd tower classifications within this group according to. -
- mother's education and person-to-foom ratio. When the
inter-rélations among these ‘three variables -are con-

sidered, several significant patterns emerge. o
Herzog reports that within the experimental group,
children who, were classified as high SES, but having low

"~ Initial 1Q, exhibited the highest 1Q ‘mean score of any -
. subgroup and by the end of the second grade declined .

the least in 1Q points. At the end of the second grade t the

expeﬂmental chlldren wnh hlgh SES and low initral 1Q

gxperimental ;group at the end of second grade, hlgh

SESIow IIQ ehltdren had signiﬂcantlv higher meah le

sured by thel Californla Achlevement .

-y

Indicate that. when [nitial 1Q is tow for hoth groups, itis '
the relative soclo-economic level  within the low SES
,cat\gory which affects 1Q galn, Moreover, Herzog sug-
gests thas when sub-groups are classified as high in elther
SES of |Q they are likely to resemble those rated high In
both, fnore than they resemble those rated low in both.
Slmrlarly analysls for varioussub-group means Inrelation .
to" se:;_have indicated that there Is a greater depend- ..
ability for initial 1Q scores to predict fater outcomie for -
" glrls than for beyd, | ‘.

Sprigle also suggests that the characlerlsties of the-_ g
child may ‘affect program impact. He predicts that"the = .
initial 1Q of the child will determine how masiy years of .
preschool are necessary to bring him up.to educatlonal
competence at the ‘end of first grade. Where achildwho -
falls in the 80-89 1Q range has a 50-50 chance of reading
at grade level at the end*of first grade if he enters the ..
Learnlng To Learn school at age five, hls: chances of =
reading at grade feve! at the end of first grade jump 095
percent if he begins the Learning to Learn Program at
age, four. . -

With regard to ‘the Impact of early intervention pro-':;fji_
grams on the subsequent intellectual performance of the = -
child, alternative concluslons seem available, Positive  *
impact In school performance in the form of the experl
mental group's significant 1Q gain over the control has
been reported by Deutsch, Sprigle, fhd by Gray; Weikart:
also reports a significant. difference, but one which .
disappears by the third grade. One difference between

Weikart's program and that of Deutsch, §§g!e or Gray

is the latter three provide some type of uance into -
public school, erther in the form of curri&ifar or parent =
home training, whereas Weikart's does not. The differ- .
. enceIn curriculum orlentation between the intervention -
program and the .regutar school curriculum may be *
important; one might suggest that continuity of inter. -
. vention into public school may sustain gains. S

Abetson finds that the type of primary school pro- :
‘gram provided for children after they leave Head Start
 determines whether or riot Head Start 1Q gains would be /
~ maintained . beyond klndersarten. When_the type o
public school program was held constant, Karnes’ dat;
suggests that the quality of lmpact may be affected
~the type of preschool - currlculum used n. the
vention program. Moreover, Her d
overall IOngutudmai’I :




Early intervention programs . also seem to affect

school performance with respect to academic achleve. -

ment. In all cases, early intervention children showed
- significant superiority in achlevement tests over the same
~perlod of public schoo! in which such superiorlty was
_evidenced on the Stanford-Binet. MoreOVer, Karnes' and
Weikart’s findings using the California Achlevement
Test, and:Herzog, using the Metropolitan Achlevement
Tests, seem to indicate that intervention children per-
-form significantly better than conttols even after differ-
ences in 1Q were no longer found.
" Deutsch, Weikart, Karnes, and Herzog Ihdependently
report that children who have had-some form of early
Intervention experience perform significantly better on
“achievement tests at the third grade level than do control
- children, Moreover, although significance on a particular
‘achlevement subtest varled as a function of the partic-

ular program, most ‘programs do report slgnlflcant iffer:.
ences In the -area of. word- knowledge and réading, -

"Deutsch reports the experimental groups performed
i significantly better than the controls on the problem
. solving and concepts score of the arithmetic subtest of
~ the MAT as well,
that the second grade intervention children performed
- significantly better than the controls on tests of word
" knowledge and reading. q

‘Although social attrtude and adjustment measures are
difficult to obtaln on young children, there'is observa-

tional data to !ndicate that following early intervention,
~children perform | better in public school than thelr con-

trols, - According to Abelson, analysis of 50-item
Operation Head Start Behavior Inventory ratings indi-

cated that throughout the kindargarten year, boys and
" girls were rated higher on leadership, and non- Head Start

boys were rated as less mdependent ;

- Weikart similarly reports that in the first grade,

5experimenta| chitdren were rated as being better ad-

- justed and showing more academrc promise tha‘p contro! -

’,chitdren C

~In addition, Beller reports that children who had the
beneﬂt 6f intervention 'at the nursery. school level
- $howed changes in greater self confiderice and increased

“ trust when compared to childrer who were not exposed - -
40 the’ educatlonal process untrl they had entered frrst,

Using the MAT, Gray also reports

. ' {
children in the area of social, development and work
habits and attitudes by means of 2 brief questionnaire,

In the area of soclal development, the teachers rated the =

children who had attended the Karnes' preschool signifi.
cantly higher than the children who had attended the -
Traditional preschool in two Items, one relating to the

child's confidence In approaching new tasks, and the

other relating to the child's self-concept. In the work
habits and attitudes section the teachers rated the
Karnes' children significantly higher on all items, re:
flecting the child’s confldence and enjoyment in the
learning sjtuation. o N
Springle reports that the school experlence of ithe
experimental children meshed easily with the home{
experience, Children brought books home to read, and
wrote stories Yo-bring to school, Parents asked for mate- °
tlals for their children during the summer months, and -
participated regularly in monthly parent meetings, More "
than half the children had perfect attendarice in school.
The effects of the intervention program spread to tha

- community as well as to ‘the family'of the child,

According to Deutsch; parents have communicated thelr .

« positive feetings about the program to community aides
. and to other parentg. Older siblihgs have brought their
. friends in to observe thair younger brothers working.

Moreover, Gray indicated that when younger siblings of

« her experimental children reached a testable age,she .-

found that the younger siblings of the experimental chil-

- dren were superlor to the youager siblings of the control

children on the Stanford-Binet.

There seem to be several variables which may affect R

findings pertaining to the benefits of early intervention,
One of these is the sex of the child. Abelson reports that -
st the end dof klndergarten Head Start boys demon-

strated significantly greater skills than boys who had not -
attended Head Start, Head Start boys then exhibited
significantly better performance in reading than non-

tHead $tart boys at the end of first grade. She suggests
that the Head Start experience, by enhancing . the
learning responsivity of boys, may make ‘more of a
difference over the.long run for inner city boys than

girls, lndeed rion-Head Start girls had caught up to their
- Head :Start girl classmates by ‘the end of first: gtade, -

Contrary, to_this however, is Beller's findmg that. early '
educational intervention,” when measured in terms of -

.~ academi¢ achievement, appeared to show proIonged 2
~ consistent effects for dusadvantaged girls; the ﬂndmgs.for

| ? - boys, are less marked and less-consistent. |

~Weikart. reported that there are sex dif

? i function of the type of instrument used in ev 1




Whereas.t.he bpw' generally scored higher than the

- girls ‘on the PPVT, it was the girls’ performance which *

‘was significantly higher on the California Achievement’

“Test, Herzog suggests that the Initial scores of the girls
- reflected thelr potentlal test and school performance
more accurately than the initlal scores of the boys re-
“flected . theirs, Whatever the reason--greater docility,
cooperation or maturity—Herzog states that “this Is 2
- finding to.be reckoned with in any comparisons of gains

‘or before-and-after scores, especially when the subjects

: are very young chitdren,” .’

“The relative socio-econoniic status of the child in hls
group may. also be. a varlable which affects«findings.

. Uslhg a SES classification which coribined the number -
“of years of education of the-child’s mother with the -

_’person-to-robm ratlo, Herzog reports that the SES
_ differences within the experimental group became more
- marked than those In the control group, suggestive that.
oertaln levels of socloeconomlc” status within the
poverty classification may be more easily. strengthened
by exposure to an enrichment program than cther levels
within the poverty classification,

- Some of Sprlgle s data suggest that the age at which -
lnterventlon occurs might-also affect reported impact,
He suggests that children who began the Learning to,
- Learn program at age four are "performing at the ‘end of
first’ grade at the same level of reading ability as the

»

transition from lntervention to school sett[ng Accordlng
to Gray, preschool programs cannot supply the whole
burden of providing adequate schooling for disadvan-
taged children, but can provide a basls for future

-progress in schools and homes which can build on the ,

preschidol program, - Similarly, Sprigle states that the

school should provlde for the active Involvement of -

parents and encourage’ their- commitment to the objec-

programs, and “homework" type actMtIes

- What Conclusions Ca_n We Draw? .l

To return’to the question ralsed In the/ntroduction:
What do we know about the impact of ahy type of

_preschool Interventlon program? Revlew of the present_'-
chapters suggests preschopl Intefveption canfiot guar:
antee continued success thioughout public school; itcan .

defimtely enhance school readiness and particular skills

during the flrst few, years of public school. ‘It Is

important to note, however, that programs ‘vary In

- emphasis, and this variance may determine what type of '

longer range benefit Is vbserved, Althoush each program

tives of the program by means of parent educatlon i

showed some positive gains, not all’ programs show. .

positive effects In ai)’ forms of school performance. ,
In summary, the reports tend to suggest

\ children who began at. frve are performmg at the end of £ 1) Preschoo! intervention programs have an lmmedi

' second grade.
. The type of preschool intérvention and how™it is
: related to the public xhool program also seems to affect
~‘Impact. Not all preschool curricuia . are the same;
-..moreover, as. Karnes Indicates, a preschool curriculum
~which focuses on specific learning tasks, language devel-
~opment and cognitive skills chosen from school related
“eurricula, produces longer range benefrts for subsequent
_“school performancé than daes a less structured curricu-
~“lum, As Abelson emphasizes, impact also differs accord-
.“‘Ing to the particular school srtuation the child enters.-
" She reports that, In general, the Head Start graduates
| ‘.fprogressed more optimall(’ in school programs which.
ere-geared tp children’ stin?wrdual needs. “The fact
that Head Start graduates ln one of the Follow Through

ate impact on the child’s performance when - '
" measured by the Stanford-Binet, or personal-soclal
. adjustment ratings.cSignificance was reported in -

terms of 1Q galns, measures of general cognitive
and language sklils, social adjustment and motiva.
Alon,

2) ‘On a long term basrs, positivt impact of interven

tion programs on school performance has been .

reported.
a} In ‘most cases, Intervention childrrn show
: continued significant 1Q galns through . the

- second grade. Loss In significance occur,rgd In

some cases because the control group tncreased
in performance across grades, -~ -

:b) Intervension  chitdren perform- slgnlﬁcanuy‘__:‘_ e
better than controls en.achrevementtesrs even:



at a particular developmental age (
f) type of presthool Interventlon currlct, um .
efchool and

3) There are certaln varlables whlch may affect the d) Initfal 1Q tevel of the chuld
. . ¢) particular Instrument used to. measur impa¢t
8) contirvity of intervention aross pr

quality of impact: -
‘a) _age of the child
b) sex of the child
c} relativé soclo-economlc status of the child -
within the' povert_y classification ' : primary scheol grades.
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